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ABSTRACT 
THE EFFECTS OF STUDENT PERCEPTION OF 
PARENTAL INVOLVEMENT ON STUDENT ACHIEVEMENT 
SEPTEMBER 1996 
FRANCIS E. ANTOSCA, B.S., BRIDGEWATER STATE COLLEGE 
M.A., UNIVERSITY OF RHODE ISLAND 
Ed. D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Gretchen B. Rossman 
Research conducted over the last twenty years has found 
that parent involvement in the education of their children has a 
direct and positive relationship with higher levels of student moti¬ 
vation and achievement. Some of that research has also found 
that evidence of parent involvement diminishes rapidly as students 
move through the grades, particularly in the transition from mid¬ 
dle school to high school. 
It was the purpose of this study to examine student percep¬ 
tion of parent involvement as it related to student attitudes, moti¬ 
vation, and achievement at this point of transition for middle 
school students. The study was designed as a blend of quantita¬ 
tive and qualitative research and involved a sample of fifty stud¬ 
ents from a total grade population of 175 students from one of 
three middle schools in a small southeastern Massachusetts city. 
The data were gathered over a period of time during which these 
students were in grades seven and eight as they remained on the 
same teaching teams with the same classmates. 
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Utilizing grade point averages in four core academic subjects 
as the achievement measure, a sample was drawn from the total 
population of the highest achieving twenty-five students and the 
lowest achieving twenty-five students. Perception scores derived 
from a four item response scale were compared with actual and 
expected GPA scores to determine the relationship between student 
perception of parent involvement and student achievement. 
Data were also drawn from purposefully selected student and 
parent interviews and interviews of all involved teachers, using a 
standardized open-ended format. These interviews and two open- 
ended questions were designed to gather additional information 
regarding perceptions of parent involvement and expectations for 
student achievement. Student records were also examined to 
review data involving ethnicity, special populations characteristics, 
and family composition. 
While the analysis of the quantitative data indicated that 
there appeared to be no significant relationship between the level 
of students’ perception of parent involvement and student achieve¬ 
ment, the qualitative data revealed that parent involvement was 
very important to and highly valued by the students, parents, and 
teachers in this study. In their view, it was directly and positively 
related to student attitude, motivation, and achievement. 
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CHAPTER I 
INTRODUCTION 
The Problem and Its Significance 
Student achievement is a constant and ever-present concern 
of both parents and educators. Recent opinion polls have indi¬ 
cated that, although generally in agreement with the intent and 
purpose, many Americans believe public schools are not likely to 
meet national goals set for student achievement by the year 2000 
(Elam, et al., 1993). In addition to general public opinion, many 
recent studies have lamented the inadequate level of student 
achievement and have proposed a variety of reasons for its exist¬ 
ence and recommendations for its correction (Boyer, 1983; Sizer, 
1984). One area receiving considerable attention in the last ten 
years or so as having a potentially substantial impact on the 
improvement of student achievement is that of parent involvement 
in the education of their children. 
The growing education reform movement is currently placing 
strong emphasis on parents as key players in national and state 
level efforts to improve the quality of public schools. In Massachu¬ 
setts, Chapter 71, The Education Reform Act of 1993, has specifi¬ 
cally addressed the importance of parents in the educational pro¬ 
cess on several levels. By planning to establish a project to “assess 
outreach/education programs for parents of young children,” and 
to prepare “a plan of comprehensive child and family services,” the 
Massachusetts Department of Education has established as a pri- 
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ority the development in the home of a strong foundation for early 
childhood education (Mass. Dept, of Education, 1993, pp. 5-6). 
On a broader scale, that same Act establishes “parent information 
systems for school choice” to “ensure that all parents have access 
to adequate information to make informed choices about which 
schools will be best for their children” (Mass. Dept, of Education, 
1993, p. 13). In the area of school governance, the Act requires 
parent participation on school councils in each school in the Com¬ 
monwealth in an effort to promote school-based management and 
to place authority for decision making in the hands of those served 
directly by the individual schools (Mass. Dept, of Education, 1993). 
On the national level, Title I of The Improving America’s 
Schools Act of 1994 (formerly Chapter I of the Elementary and Sec¬ 
ondary Education Act of 1965) includes provisions aimed at devel¬ 
oping stronger links between public schools and the parents of 
public school children. Under the new provisions, in order to 
receive funding through Title I, each eligible school is required to 
show evidence of “shared parent and school responsibility for 
improved student achievement, embodied in school-parent com¬ 
pacts” (p. 4). 
The provisions further require Title I schools to more broadly 
disseminate goals and standards information to parents and to 
provide training for parents in assisting their children in meeting 
those goals and standards. With 93% of all school districts in the 
country presently receiving more than six billion dollars in support 
through Title I, the impact of these requirements is likely to be felt 
on a very large scale (U.S. Department of Education, 1993). 
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In addition, increased parental involvement is one of the 
eight National Education Act Goals enacted in 1994 as part of 
Goals 2000: Educate America Act. The goal, which encourages 
schools to develop activities broadly involving parents and com¬ 
munity by the year 2000, urges them to “promote partnerships that 
will increase parental involvement and participation in promoting 
the social, emotional, and academic growth of children” (p. 10). 
The Act specifically proposes three objectives: 
1. every State will develop policies to assist local 
schools and local educational agencies to establish 
programs for increasing partnerships that respond 
to the varying needs of parents and the home, 
including parents of children who are disadvantaged 
or bilingual, or parents of children with disabilities. 
2. every school will actively engage parents and 
families in a partnership which supports the 
academic work of children at home and shared 
decision-making at school: and 
3. parents and families will help to ensure that 
schools are adequately supported and will hold 
schools and teachers to high standards of 
accountability (p. 10). [Emphasis added] 
The individual states’ progress in achieving the eight 
National Education Goals will be monitored by the National Edu¬ 
cation Goals Panel, established by Congress in March, 1994, when 
it enacted Goals 2000: Educate America Act. This eighteen- 
member independent federal agency was also charged with measur¬ 
ing and reporting the success of this national effort and dissemi¬ 
nating information on promising practices on the state and local 
levlls (The National Educational Goals Report:Building a Nation 
of Learners. 1994, pp. 13-14). 
In an effort to emphasize and support the need for increased 
parental involvement in children’s education, U.S. Secretary of 
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Education Richard W. Riley announced, in a September, 1994 
speech before the National Press Club, that the U.S. Department of 
Education would formally join with currently active national 
organizations in their attempt to improve levels of parent involve¬ 
ment nationwide. In that speech he offered this view of the rela¬ 
tionship between the family and education: 
The American family is the rock on which 
a solid education can and must be built. 
I have seen examples all over this nation 
where two-parent families, single parents, 
stepparents, grandparents, aunts and uncles 
are providing strong family support for 
their children to learn (U.S. Department of 
Education, 1994, p. 1). 
The National School Boards Association, in the October, 
1994 edition of its monthly publication, School Board News, 
strongly supported Secretary Riley’s efforts and offered suggestions 
for its member boards to consider in their own communities. 
1. Develop policies and programs to encourage 
greater parent understanding and involvement 
2. Communicate with religious and civic groups 
to reinforce the importance of parenting 
3. Initiate discussions with the business 
community to reinforce parent involvement 
among employers 
4. Create partnerships with city and county 
governments ... to develop greater 
coordination of . . . services that support 
family cohesion and student learning 
5. Elicit support from the local media to 
reinforce parent involvement 
(p. 2). 
The Association took a strong stand on the value of parent 
involvement and emphasized the importance of local school 
boards’ use of their “strategic position” to increase that involve¬ 
ment. 
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There is no question that a parent’s involvement 
in his or her child’s education . . . probably has 
more to do with that child’s success in school than 
most reforms prescribed by the educational experts 
. . . What is more important is that parental involve¬ 
ment be taken seriously . . . School systems alone 
cannot guarantee greater student achievement, 
especially in the absence of parental support . . . 
School boards are well positioned to ensure that 
something is done about this critical concern (p. 2). 
In a national effort to support increased parent involvement 
in the education of children in America, over 140 organizations 
representing schools, communities, religious groups, and busi¬ 
nesses formed The Family Involvement Partnership for Learning 
which sponsored the publication of America Goes Back to School: 
A Place for Families and the Community. This 66 page booklet, 
called by its creators a Partner’s Activity Guide, was released in 
August, 1995 with a cover letter asking its readers to join together, 
beginning September 11, 1995, “in getting everyone involved in 
children’s learning.” A sample “Family-School Compact” included 
in the booklet contains the following proposed commitment: 
Schools and families across America are increasingly 
accepting mutual responsibility for children’s learning 
. . . We commit to including families and community 
members in the daily life of the school by: 
1. Sharing responsibility at school and at home to 
give students a better education and a good start 
in life. 
2. Providing effective two-way communication, 
including reducing education jargon and 
breaking down language barriers. 
3. Building the capacity for families to help children 
succeed in school and for school staff to work 
with families. 
4. Improving family involvement efforts by reviewing 
progress annually and strengthening cooperative 
efforts (p. 64). 
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Even with all of the evidence before us, the mandates of leg¬ 
islative bodies, and the support of national organizations and 
prominent professionals in the field, the challenge remains - to 
make high levels of parent involvement a reality. 
The American Family and Education: 
An Historical Perspective 
The history of American education from the early colonies to 
the twentieth century is inextricably linked to the social and eco¬ 
nomic history of the American family over that same period of 
time. Beginning with the first European settlements in the New 
World, the family’s place in the practical education of its children 
was clearly evident. In the first of his three volume historical sur¬ 
vey of education in America, Lawrence A. Cremin (1970) offered 
this view of the relationship between the family and education in 
the early seventeenth century: 
In the beginning there was the family ... It 
provided food and clothing ... it conferred 
social standing, economic possibility ... In 
addition, it was almost always a school, proferring 
to the young their earliest ideas about the nature 
of the world and how one ought to behave in it 
(p. 113). 
Out of necessity, the family of that period was required to 
assume responsibility, not only for the health and general well¬ 
being of its children, but also for the development of their skills, 
particularly reading and writing, so that they could be further 
instructed in the laws, both temporal and spiritual. Families 
without the ability to teach these skills often relied on neighbors 
who were willing to take in children for a fee. These ventures, 
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known as dame schools, “were schools to be sure, but they were 
also household activities, and the easy shading of one into the 
other is a significant educational fact of the seventeenth century” 
(Cremin, 1970, p. 129). 
This relationship between the family and formal education, 
however, was not to last far into the eighteenth century, due, in 
large part, to the rapid social and economic changes in the Ameri¬ 
can colonies. Although the family was “the principal unit of social 
organization in the colonies and the most important agency of 
public education” in the seventeenth century, there was a “general 
expansion of schooling in the eighteenth century colonies” 
(Cremin, 1970, pp. 135, 545). This expansion took its direction 
from state legislation such as that which occurred in Massachu¬ 
setts: 
. . . the legislature decided in 1789 to codify 
into a single law the various practices that 
had become . . . standard during the provincial 
era . . . Towns having fifty or more families were 
required to furnish six months of schooling . . . 
while towns which had grown to two hundred 
families were also required to support a grammar 
school (Cremin, 1980, p. 153). 
From such legislation, it was only a short distance to sys¬ 
tematizing the educational effort in each state. By the early nine¬ 
teenth century, the day-to-day involvement of the family in the for¬ 
mal education of its children had all but ended. In its place were 
local tax-supported school districts overseen by ministers and 
selectmen in each community (Cremin, 1980, p. 153). In time, 
even the local authority became subject to state regulations such 
as those encouraged in Massachusetts by Horace Mann in 1837: 
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These schools, at the present time, are so many 
distinct, independent communities, each being 
governed by its own habits, traditions, and local 
customs. There is no common, superintending 
power over them . . . The teachers are . . . embedded, 
each in his own school district . . . they are yet to be 
. . . brought together ... As the system is now admin¬ 
istered, if any improvements in principles or modes 
of teaching is discovered ... in one school, instead 
of being published ... it dies with the discoverer 
(Cited in Williams, 1937, p. 140). 
As the organization and structure of public education in 
America evolved, so did those of the American family. By the late 
nineteenth and early twentieth centuries, families “became smaller 
and more diversified, as women in ever larger numbers entered paid 
employment outside the home, as schooling . . . became widely 
available, and as instruments of popular communication made 
their . . . entry into American living rooms” (Cremin, 1988, p. 525). 
Also, as a result of increased divorce rates, there were more single 
parent households, challenging the ability of families to maintain 
high levels of involvement in the education of their children. In 
addition, American society was changed forever with the massive 
immigrations which took place in the early twentieth century. 
... as successive waves of immigrants arrived 
from countries throughout the world ... as the 
process of Americanization went forward . . . 
family traditions were . . . inexorably modified 
by participation in the larger community . . . 
Inevitably, familial education changed as a result, 
in character, content, and intensity, as well as 
who taught what to whom (Cremin, 1988, p. 526). 
By the early twentieth century, the influence of the home 
and, specifically, the influence of parents on the education of 
children in America had diminished significantly. Goodlad (1984) 
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described that change and suggested that an even greater change 
had taken place in the nurturing and socializing of American 
youth. 
The shift in the balance between home and school 
that took place in the nineteenth century accelerated 
in the twentieth. Increasingly the school took over 
. . . the school’s mediating influence took on greater 
independence from the home. The emergence of an 
educational system . . . differentiated and separated 
the educational roles of home and school. The advent 
of counseling in schools professionalized a client 
relationship different from the traditional joint 
nurturing relationship of home and school (p. 41). 
The changes in family and parental influences on the educa¬ 
tion of children in America continued through the first two dec¬ 
ades of the twentieth century, driven largely by the continuing 
social and economic changes in America. Later studies of parent 
involvement would find that growing workplace expectations for 
parents and increasing “peer-group socializing” of teenagers and 
pre-teens were two of the major forces behind those changes 
(Goodlad, p. 42). 
Purpose and Scope of the Study 
It was the purpose of this study to examine student percep¬ 
tion of parent involvement and to determine if middle school stud¬ 
ents who perceive parent involvement as high achieve closer to 
their ability than students who perceive parent involvement as low. 
Through this study, this researcher believes he has added useful 
information to the existing body of knowledge regarding the rela¬ 
tionship between parent involvement and student achievement by 
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isolating, from the children’s point of view, those parent behaviors 
which may tend to encourage and motivate them to achieve in the 
classroom. If higher achievement can be shown to have a positive 
relationship with perceptions of specific types and levels of parent 
involvement, the results of this study could be instructive to 
administrators, teachers, and parents in improving student 
achievement. 
This investigation was focused on a purposefully selected 
sample of fifty students drawn from one of three middle schools 
containing populations ranging from 596 to 681 in a southeastern 
Massachusetts city of approximately 40,000 people. The study 
school was chosen because of its more diverse student population, 
the product of neighborhoods which represent a wider socioeco¬ 
nomic and ethnic composition than either of the other middle 
schools. 
Design and Research Methodology 
This study involved a sampling from a total eighth grade 
population of 175 middle school students, determined by utilizing 
grade point averages in four core academic subjects (language arts, 
math, science, and social studies) as the achievement measure to 
identify the twenty-five highest achieving students and the twenty- 
five lowest achieving students. Utilizing the Test of Cognitive 
Skills, Second Edition (formerly the Short Form Test of Academic 
Aptitude) as the cognitive ability measure, perception scores 
derived from a four item response scale were compared with actual 
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and expected GPA scores to determine the relationship between 
student perception of parent involvement and student achieve¬ 
ment. Perception, for the purposes of this study, means the sub¬ 
jective conclusions drawn from those experiences as reported by 
the students, parents, and teachers involved in the study. 
Data were also drawn from purposefully selected student and 
parent interviews and interviews of all involved teachers, using a 
standardized open-ended format. These interviews and two open- 
ended questions on the Parent Involvement Perception Survey were 
designed to gather additional information regarding perceptions of 
parent involvement and expectations for student achievement. 
Student records were also examined to review data involving eth¬ 
nicity, special populations chairacteristics, and family composition. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
The purpose of this review of the literature is to present a 
synthesis of the research on student achievement and parent 
involvement in public education as a framework for this inquiry 
into the relationship between student perception of parent involve¬ 
ment and student achievement at the middle school level. 
In a study of the American family of the 1920s in Muncie, 
Indiana, Robert S. Lynd and Helen Merrell Lynd (1929) found that 
economic and societal changes were also profoundly changing the 
ways in which parents were involved with and influenced their 
children. Although the study purported to portray the typical 
American family of the time, something no study of one commun¬ 
ity could hope to do with any accuracy, some of its findings regard¬ 
ing the relative influences of the family and society at large on 
children in America could, nevertheless, be seen as universally 
applicable (pp. 7-8). 
What the Lynds found was that traditional roles of parents - 
mothers teaching daughters homemaking tasks and fathers teach¬ 
ing sons the skills of earning a living - were no longer being prac¬ 
ticed due to the changes in workplace expectations for both par¬ 
ents. With less time spent at home with parents and the 
influences of family, children were increasingly coming under the 
influence of the world outside their homes, especially that of their 
peers. One survey in the Lynd’s study found that 55 percent of the 
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boys and 44 percent of the girls had spent less than four evenings 
out of seven at home in the week prior to the survey (p. 135). 
Even though, as the study found further, parental influences 
were rapidly diminishing, parents were more aware of the need to 
exercise their parental responsibilities and attempted to do so in a 
variety of ways. Some attempted to reassert their adult authority, 
while others tried to adjust by attempting to create a “more demo¬ 
cratic system of relationships” with their adolescent children (pp. 
143-144). However, as the study reported, the evolution had 
already taken hold: 
From birth until the age of five or six 
a child is reared almost entirely in the 
individual home by his parents . . . From 
five or six to twelve or thirteen the home 
still remains the dominant formal agency 
responsible for the child, but supplemented 
by compulsory schooling . . . After the age of 
twelve or thirteen the place of the home 
tends to recede . . . until in the late teens 
the child is regarded as a kind of junior adult, 
increasingly independent of parental authority 
(p. 132). 
Later studies of the relationship of parents and student 
achievement focused primarily on the socioeconomic status (SES) 
of the family (Bloom, 1986). In this approach, the education, 
occupational status, and income level of parents were combined 
into the SES measure and correlated with student achievement 
measured by grade point averages or achievement tests. The 
results of these studies, however, have had minimal value since 
the SES index correlation of +.30 accounts for only 10% of the var¬ 
iation in school achievement (Bloom, 1986). 
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In the mind of this researcher, SES, taken alone, is simply a 
measure of the degree to which parents themselves have achieved 
in the social and economic realms of this society. By itself, the 
measure has little relevance to student achievement. The only 
value in considering the level of parental success in relation to 
student achievement, in this researcher’s view, is in what that suc¬ 
cess might bring to the day-to-day life of the family, and especially 
to the children of that family. 
The tangible effects are easy to identify. Those parents who 
have achieved social and economic success in this society are able 
to provide living conditions for their children which could be, and 
certainly should be, conducive to the development of a high degree 
of physical and emotional comfort (Olson, 1984). Young people in 
these circumstances are not likely to be distracted by concerns for 
the basic necessities of life: food, clothing, and shelter. In addi¬ 
tion, they are more likely to be living in homes which allow for the 
space and privacy necessary for quiet, uninterrupted study. Fur¬ 
ther, parents in these circumstances, more often than not, have 
themselves achieved levels of formal education which may prompt 
them to make readily available in the home books, magazines, and 
other reference materials, such as dictionaries and encyclopedias 
(Olson, 1984). 
However, what is more important than the tangible results 
of socioeconomic success are the intangibles which might exist 
regardless of that success. The question this researcher believes 
must be answered is not what parents have, but, rather, how they 
use what they have. What is most important is whether parents 
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convey to their children the values and attitudes which encourage 
and motivate them to achieve in the context of their daily lives 
and, most particularly, in their lives as students in our public 
school classrooms. 
Beginning with the premise that it is what parents do rather 
than who they are which accounts for the learning development of 
children in the early years of school, Dave (1963) identified five 
major process variables in the home environment which he viewed 
as relevant to school achievement: 
1. Work habits of the family 
2. Academic guidance and support 
3. Stimulation in the home 
4. Language development 
5. Academic aspirations and expectations 
Out of the five variables, a total of 21 process variables were 
devised and rated on a nine-point scale, using in-home observation 
and parent interviews. The correlation of these variables with 
student achievement (+.80) indicated that parent involvement is a 
much better predictor of student achievement than is the SES 
index (Bloom, 1986). Moreover, although schools can do little to 
affect the socioeconomic condition of families, they can take steps 
to affect a change in the types of parental involvement and the 
degree to which parents involve themselves in their children’s edu¬ 
cation (Brandt, 1989; Strom, 1984; William and Chavkin, 1989). 
The determination of what steps should be taken and the 
appropriate investment of staff and time in the effort should follow 
a careful review of the knowledge base provided by the many stud¬ 
ies over the years. I believe that a great responsibility rests with 
the professionals in public education, especially at the local level, 
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to regard parent involvement as a potentially powerful force in the 
improvement of student achievement. Furthermore, that respon¬ 
sibility includes becoming actively involved in raising the levels of 
parent involvement as high as possible. 
The literature of the last twenty or more years is replete with 
studies and journal articles dealing with parent involvement in 
education, particularly as that involvement may relate to student 
achievement. Some, such as the controversial 1966 publication, 
Equality of Educational Opportunity (Coleman, et al.), even sug¬ 
gest that schools play a minor role in shaping the development of 
young people when compared with the contributions of parents 
and families. More recent studies tend to see parent involvement 
as a very desirable and even necessaiy supplement to the formal 
process of instruction in the schools and suggest approaches 
which might bring about higher levels of involvement (Bauch, 
1989; Nelson, 1988; Seeley, 1989). 
In a synthesis of the research in the area of parent involve¬ 
ment, Cotton and Savard (1982) suggested that; 
The close relationship between positive affective 
states and academic achievement is well known 
and well explicated by social scientists, and it is 
not surprising that this research evidence should 
be found in conjunction with the evidence in support 
of the achievement benefits of parent involvement in 
instruction (p. 10). 
They suggested further that “a declining rate of parent participa¬ 
tion coincides with deterioration in student motivation, perfor¬ 
mance, and ability” (Cotton and Savard, 1982, p. 10). 
In an analysis of the data from a longitudinal study involv¬ 
ing 293 Baltimore, Maiyland, third and fifth graders who took the 
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California Achievement Test in the fall and spring of the 1980-1981 
school year, Epstein (1984) reported that students whose teachers 
used parent involvement in learning activities at home made 
greater gains in reading achievement than did those students 
whose teachers did not. From those results she concluded: 
Students gain an edge in personal and academic 
development if their families place an emphasis 
on schooling, let their children know they do, 
and do so continually over the school years (p. 3). 
(Emphasis added) 
The different styles adopted by parents in interacting with 
and conveying their expectations to their children were the subject 
of a 1987 study by Dombusch in which the effects of parenting 
styles on student achievement were examined. Drawing on earlier 
studies, particularly Baumrind and Black (1967) and Hess and 
Holloway (1984), Dombusch identified three parenting styles as 
the focus of his study: authoritarian, permissive, and authorita¬ 
tive. 
The characteristics of each style were determined by Baum¬ 
rind in the earlier study: 
Authoritarian: Parents attempt to shape, control, and 
evaluate the behavior and attitudes of their children 
in accordance with an absolute set of standards: parents 
emphasize obedience, respect for authority, work, 
tradition, and the preservation of order: verbal give-and- 
take between parent and child is discouraged. 
Permissive: Parents are tolerant and accepting toward 
the child’s impulses, use as little punishment as possible, 
make few demands for mature behavior, and allow consid¬ 
erable self-regulation by the child. 
Authoritative: This pattern contains the following elements: 
An expectation of mature behavior from the child and clear 
setting of standards by the parents: firm enforcement of 
mles and standards, using commands and sanctions when 
necessary; encouragement of the child’s independence and 
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individuality; open communication between parents and 
children, with encouragement of verbal give-and-take; 
and recognition of the rights of both parents and 
children (Dombusch, p.1245). 
Utilizing a questionnaire completed in the spring of 1985 by 
7,836 San Francisco Bay area high school students as the primaiy 
source of data, Dombusch found that students who reported their 
parents as authoritative had the highest mean grades of all those 
in the study. Authoritarian and permissive styles were found to be 
associated with lower grades for both boys and girls in all groups. 
An equally important finding, particularly in relation to this cur¬ 
rent study of parent involvement and student achievement, was 
. . . that the authoritative index is stronger than 
parental education as a predictor indicates that 
this process variable was a better predictor than 
the usual measure of social status (p. 1253). 
How parents behaved and interacted with their children was 
more important than the parents’ level of education or their social 
status. More important still may be how students perceive their 
parents’ behavior and respond to it through their efforts to achieve 
in school. 
A later study by Steinberg (1989) used the results of the 
Dombusch study as a basis for a closer examination of the three 
components of the authoritative parenting style; acceptance, psy¬ 
chological autonomy, and behavioral control. The study hypothe¬ 
sized that these parent behaviors were responsible for the develop¬ 
ment of psychosocial maturity and, ultimately, psychosocial 
autonomy in their children. Further, the study hypothesized that 
“adolescents who are more psychosocially autonomous than their 
peers are likely to do better in school” (p. 1425). 
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The primary data were drawn from a sample of 157 families 
in Madison, Wisconsin with firstborn adolescents and were col¬ 
lected from the adolescents during school and home visits over a 
two-year period. The results indicated that all three characteris¬ 
tics of authoritative parenting led to higher school grades and that 
the most direct effects of such parenting practices could be found 
in the children’s positive work orientation, a clearly contributing 
factor in school success. 
. . . adolescents who describe their parents as 
treating them warmly, democratically, and firmly 
are more likely than their peers to develop positive 
attitudes toward, and beliefs about, their achievement, 
and as a consequence, they are more likely to do 
better in school (p. 1433). 
A concluding observation in the Steinberg study made refer¬ 
ence to the source of the data and is significant as it reflects the 
use of student perceptions in this study of parent involvement: 
. . . the information on parenting practices was 
obtained from adolescents and not through object¬ 
ive observations of parent-child interaction. Thus, 
we can only say with certainty that adolescents who 
feel that their parents are accepting, democratic, and 
firm outperform their peers in school (p. 1433). 
Other studies have gathered data which paint a somewhat 
bleak picture of what appears to be the reality of the involvement 
of parents in the education of their children, particularly in regard 
to teacher encouragement of that involvement. Ziegler (1987) 
reported through an analysis of surveys that: 
The number of teachers who involve parents 
decreases dramatically after grade 1, and the 
number of parents who say they know how to 
help their children ... at home also declines 
with every grade (p. 22). 
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Nevertheless, evidence exists that, at least with parents, there is a 
desire to become involved and the ability to do so successfully. In 
that same study, Ziegler (1987) concluded: 
There is abundant evidence . . . that most parents 
want to have a role in helping their children in 
school-related learning activities, are capable of 
doing so effectively, and make a positive difference 
when they do (p. 20). 
What may be missing from the equation of parent/teacher 
collaboration is the willingness of classroom teachers to accept the 
role of parents in the education process and, in fact, to encourage 
it to be an active one. In this area, some of the recent literature is 
pointed in its conclusions. Epstein (1986), following a survey of 
over 1200 parents of children in grades K-5 in 16 Maryland school 
districts, reported that more than 85% of the parents spent 15 
minutes or more helping their children at home when asked to do 
so by the teacher. 
Even though there appears to be some reluctance on the part 
of educators to be pro-active in the development of parent involve¬ 
ment programs, a 1981 nationwide poll by the National Education 
Association reported that over 90% of teachers representing all 
grade levels supported more home-school interactions (Moles, 
1987). However, some studies show that what teachers support is 
more parental involvement in traditional activities, such as fund¬ 
raisers, field trips, and other school functions, not in the actual 
instructional process (Henderson, 1988). 
These and other obstacles to greater involvement notwith¬ 
standing, research on home involvement has consistently sup- 
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ported the value of parental involvement at all grade levels in its 
positive impact on student achievement (Coleman, et al., 1966; 
Epstein, 1987; Marjoribanks, 1979; Walberg, 1984). Specifically, 
the research indicates that positive parent involvement results in 
positive student attitudes, which, in turn, affect student motiva¬ 
tion. Epstein (1987) identified four general areas of parental 
involvement: basic survival obligations, communication, involve¬ 
ment in the schools, and involvement at home. She concluded: 
The evidence is clear that parental encouragement, 
activities, and interest at home and participation 
in schools and classrooms affect children’s achieve 
ment, attitudes and aspirations (p. 120). 
The growth of positive attitudes as a reaction by children to 
their perceptions of parental involvement may be as important as 
the involvement itself. 
The key to achievement seems to be students’ 
positive attitudes about themselves and their 
control over the environment. And these 
attitudes are largely formed at home . . . When 
parents show an interest in their children’s 
education . . . they are promoting attitudes that 
are critical to achievement . . . (Henderson, 1988, 
p. 150). (Emphasis added) 
Recent polls and surveys have found that parents themselves 
recognize the importance of active involvement in their children’s 
education. The 25th Annual Phi Delta Kappa/Gallup Poll of the 
Public’s Attitudes Towards Public Schools found that 95% of pub¬ 
lic school parents believe that it is very important to “encourage 
parents to take a more active part in educating their children” 
(Elam, et al., 1993, p. 149). Another recent survey conducted by 
the National PTA went further in its finding that 95% of the par- 
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ents surveyed favored “written plans for parental involvement 
because they believe such involvement is crucial to school success” 
(cited in Elam, et al., 1993, p. 149). 
Although recent studies and surveys such as these indicate 
that parents are aware of the importance of their involvement in 
their children’s education, others continue to point to the limita¬ 
tions of the actual involvement. In a nationwide study involving 
12,236 parents of children from grades three through twelve, Zill 
and Nord (1994) found that levels of parent involvement dropped 
off dramatically after grade five. As part of that study, a survey 
designed to determine low, moderate, and high involvement asked 
parents to identify their involvement in three specific types of 
activities, Although 42% of the parents reported high involvement 
when their children were in grades three through five (32% reported 
moderate and 26% reported low involvement), only 24% reported 
high involvement when their children were in grades six through 
twelve (33% reported moderate and 43% reported low involvement). 
Overall, the study found that when their children were in grades 
three through six, 72% of the parents reported moderate to high 
involvement, while only 53% of the parents reported moderate to 
high involvement when their children were in grades seven through 
twelve (Zill and Nord, 1994). 
In general the study concluded: 
U.S. parents are likely to participate in school 
activities when they have children in elementary 
school . . . But as students grow older and move 
into middle school, junior high, and high school, 
there is a gradual process of parental disengagement 
from school activities (p. 45). 
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Significant here is the finding that parents gradually 
“disengage” from school involvement as students enter middle 
school. The literature consistently suggests that parental involve¬ 
ment drops off sharply in the early years of middle school (grades 
six and seven) and remains low throughout the students’ high 
school experience. This is of particular concern in this study 
because it forms the rationale behind the selection of middle 
school students as its focus. The middle grades form the pivotal 
point in the decline of parent involvement and, therefore, provide 
potentially significant information regarding the factors involved in 
the decline. 
In a September, 1994 speech before the National Press Club 
in Washington, D.C., U.S. Secretary of Education Richard W. Riley 
released the Department of Education report, Strong Families. 
Strong Schools. Drawing on thirty years of research, the report 
asserts that “greater family involvement in children’s learning is a 
critical link to achieving a high-quality education and a safe, disci¬ 
plined environment for every student” (U.S. Department of Educa¬ 
tion, 1994, p. 1). In addition, the report found that: 
1. 40 percent of parents believe they are not 
devoting enough time to their children’s 
education; 
2. teachers believe strengthening parents’ roles 
in their children’s learning must be the top 
issue in education policy; 
3. nearly three-quarters of students aged 10 to 
13 would like to talk to their parents more 
about schoolwork 
(U.S. Department of Education, 1994, p. 1). 
The first two findings support similar conclusions reported 
by a number of studies and surveys over the last twenty years or 
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so, several of which are cited in this study. The third finding, how¬ 
ever, is interesting, because it is not as widely reported, and signif¬ 
icant, because it represents a level of motivation which needs to be 
addressed in our efforts to develop strategies to increase parent 
involvement. If we know that parents want to be more involved, 
and their children wish they would be, then our responsibility as 
educators is to find ways to make that happen. 
Although there are many types of parental involvement 
which have been identified and described in the literature, the per¬ 
ception of that involvement, or, more accurately, the perception of 
that parental interest and concern, may be what forms a child’s 
attitude and motivation to achieve. As we better understand what 
those perceptions are, the reasons for their formation and the 
resulting responses, we might more effectively work towards devel¬ 
oping the types and levels of parental involvement which will result 
in more positive student attitudes, higher levels of motivation, 
and, ultimately, maximum levels of achievement for each child. 
Perception, for the purposes of this study, is defined as the 
personal recollections of experiences and the subjective conclu¬ 
sions drawn from those experiences as reported by the students, 
parents, and teachers involved in the study. Those conclusions 
and the experiences out of which they have evolved are reported in 
this study through the results of student, parent, and teacher 
interviews and a written student survey utilizing a checklist and 
open-ended questions. The objectivity or verifiability of those per¬ 
ceptions is not an issue in this study. The perceptions are 
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accepted as they are reported as valid for each individual. In An 
Introduction to Perception (1975), Rock supported this position. 
... in the field of perception, the interest is not 
in the objective event but in how things appear . . . 
it is the appearance of things that is the focus of 
attention rather than the objective reality . . . 
Whether a given perception is veridical (i.e., truthfully 
reflecting the objective state of affairs) or illusory (i.e., 
not in accord with the objective state of affairs) does 
not affect its status as a fact of perception requiring 
explanation (pp. 2, 3). 
What is important in this study , then, are the reported per¬ 
ceptions and their resulting conclusions, not whether those per¬ 
ceptions are objectively verifiable. The perceptions are taken to be 
valid, though they are subjective and may not be supported by any 
other evidence. 
Behavior is observable, but subjective experience 
is not. Yet it seems manifestly absurd that we 
should not think that our task is to study sub¬ 
jective experience. In fact, any other way of viewing 
the subject matter of perception would seem to be 
an obvious distortion (Rock, p. 21). 
Although perception, per se, is not the object of this study, 
since the identification and interpretation of perceptions form a 
major part of this study’s research and conclusions, some words 
regarding the subject are in order here. 
The study of human perception has its roots in the philo¬ 
sophical school of thought known as empiricism, which holds that 
all knowledge comes through the senses from our experiences. In 
“An Essay Concerning Human Understanding,” first published in 
1690, John Locke examined the development of thoughts and ideas 
from our sensory perceptions. 
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Nevertheless, a simplified definition as offered by Forgus 
(1966) may suffice here: 
Perception can generally be defined as the 
process by which an organism receives . . . 
certain information about the environment 
. . . perception [is] the core process in the 
acquisition of. . . knowledge (p. 2). 
For Piaget (1969), receiving the information was the first step 
in the process of perceptual learning. The information needed then 
to be structured by the observer into a system or schema (Gibson, 
E., 1969). 
In the end, the relative adequacy of any 
perception . . . depends on a constructive 
process and not on an immediate contact. 
During this constructive process the subject 
tries to make use of whatever information he 
has . . . and build it into a system ... by a 
method which is both cumulative and 
corrective (Piaget, p. 365). 
The perceptions reported by the students, parents, and 
teachers in this study have arisen out of their specific and individ¬ 
ual experiences. Their responses to those experiences have been 
very personal and subjective, specifically in relation to attitudes 
which developed and behaviors which followed those unique 
experiences. The particular use of experiences and perceptions in 
this study is well grounded in the literature of existing scientific 
inquiries. As Allport (1955) suggested: 
All experience is the legitimate ground or 
provider of content-matter for scientific observ¬ 
ation and study. We have no reason, so 
far as its validity is concerned, for picking 
any favorites among experiences (p. 17). 
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From the early study of the American family by Robert and 
Helen Lynd in 1929, to the more recent studies of parent and fam¬ 
ily involvement in the 1980’s and 90’s, one conclusion appears 
consistent: families, in general, and parents, in particular, are 
important in the education of their children. In fact, some studies 
even suggest that schools play a minor role in the development of 
young people when compared to parents and families (Coleman, et 
al., 1966). Moreover, as one synthesis of the research found, when 
parent involvement declines, so does student achievement (Cotton 
and Savard, 1982). 
The role of teachers in the development of parent involve¬ 
ment has also been found in several studies to be significant. 
Although one study found that the number of teachers who 
involved parents decreases severely after grade 1 (Ziegler, 1987), a 
national poll conducted by the National Education Association in 
1981 indicated that over 90% of teachers at all levels supported 
home-school interactions (Moles, 1987). Teachers have found that 
when they used parent involvement in learning activities at home, 
students made greater gains in reading achievement than those 
students whose teachers did not (Epstein, 1984). 
However teachers may view the need for increased parent 
involvement, parents themselves, although uncertain about how to 
be involved, report that they want to be, and 95% feel that it is 
“crucial to school success” (Elam, et al., 1993, p. 149). Good 
intentions notwithstanding, research has shown that actual levels 
of parent involvement drop dramatically after grade 5 (Zill and 
Nord, 1994). Nevertheless, the results of one study indicated the 
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potential for increased parent involvement: When asked by the 
teacher to spend time helping their children at home, 85% of the 
parents did so willingly (Epstein, 1986). 
Most important to this study is that much recent research 
shows that positive parent involvement results in positive student 
attitudes and motivation and higher levels of achievement 
(Epstein, 1987). Drawing on thirty years of research, a 1994 U.S. 
Department of Education report concluded that “greater family 
involvement in children’s learning is a critical link to achieving a 
high-quality education ... for every student” (Strong Families. 
Strong Schools, p. 1). That same report found that 75% of stud¬ 
ents between 10 and 13 would like to talk more to their parents 
about their work in school (p. 1). 
Overall, the literature is pointed in its conclusions. Parents 
want to be more involved, teachers would like them to be more 
involved, and students wish they would be more involved. The 
results of that involvement, which may take many forms, is what 
we all hope to create - higher levels of student motivation and 
increased levels of student achievement. 
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CHAPTER III 
RESEARCH DESIGN AND ANALYTICAL TECHNIQUES 
Introduction 
This study is a blend of quantitative and qualitative research 
designed to examine student perception of parent involvement in 
relation to student achievement at the middle school level. The 
investigation was focused on a purposefully selected sample of fifty 
students from a grade population of 175 students. Utilizing grade 
point averages in four core academic subjects (language arts, math, 
science, and social studies) as the achievement measure, the twen¬ 
ty-five highest achieving and the twenty-five lowest achieving stud¬ 
ents were identified as the sample population. According to Lin¬ 
coln and Guba (1985), this approach to sampling in qualitative 
studies is intended to maximize information. 
In traditional sampling the sample size is 
typically designated beforehand; N is 
usually determined by deciding on the degree 
of statistical confidence one wishes to be able 
to place in the resulting generalizations. 
In purposeful sampling the size of the 
sample is determined by informational 
considerations. Naturalistic sampling 
... is based on informational, not statis¬ 
tical considerations. Its purpose is to 
maximize information . . . (p. 202). 
The two groups of twenty-five which comprise the sample are 
taken to be representative of the total population of middle school 
students to the extent that they generally fit into the categories of 
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high and low achievement in the classroom, as measured by class¬ 
room grades, not by a standardized achievement test. More 
important to this study, they are clearly representative of those 
categories of achievement in the pivotal years of grades 7 and 8, if 
only in one school in one district. Labovitz and Hagedom (1981) 
suggested that confidence in a sample depends largely on how care¬ 
fully the researcher defines the sample. 
Essentially, the validity of inferences from 
samples to populations is a matter of the 
confidence that can be placed in the represent¬ 
ativeness of the sample ... It is likely that 
representativeness is to some extent dependent 
on the degree of precision to which the population 
is specified, the adequacy of the sample, and the 
heterogeneity of the population. Confidence in 
the representativeness of a sample is increased 
if the population is well defined . . . (pp. 58, 59). 
The decision to use GPA as a measure of achievement comes 
from this researcher’s belief that classroom grades are more imme¬ 
diately reflective of a student’s motivation, effort, and attitude, 
when balanced against academic ability, than any standardized 
test could be. The ultimate purpose of this type of educational 
research has to be to affect a positive change in students’ attitudes 
and behaviors which will result in higher levels of achievement. 
That has to take place in the day-to-day learning activities of the 
classroom. Of the importance of attitude and achievement in the 
classroom, Bloom (1978) offered this view: 
If school learning is . . . successful, the student 
gains confidence in his or her own ability to cope 
with the school demands . . . most . . . positive or 
negative . . . consequences are associated with 
teachers’ marks and judgments rather than with 
. . . standardized achievement tests (p. 568). 
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Classroom grades, then, may be viewed not only as a valid 
measure of student performance but also as an incentive (or disin¬ 
centive) for continued achievement. Students perceive their suc¬ 
cesses and failures, and react accordingly, through the grades they 
receive on the work done in and for the classroom. In his study of 
the effects of parenting styles on student achievement, Dombusch 
(1987) supported the use of classroom grades as an appropriate 
measure of achievement: 
. . . grades, unlike scores on intelligence tests and 
measures based on standardized achievement tests, 
provide the most appropriate measure of school 
performance . . . the typical grade, usual grade, or 
mean grade is the summation of many judgments 
about the extent to which a student is responding 
to the school curriculum (p. 1247). 
The perception measure used in this study is a mirror of the 
total study’s blend of quantitative and qualitative approaches. In 
its final form, the Parent Involvement Perception Survey (Appendix 
A) was a result of a pilot effort and consisted of fifteen statements 
requiring students to select answers from a four item response 
scale and two open-ended questions requiring students to write 
their answers in sentences. The perception measure was derived 
from the responses to ten of the fifteen statements, and the 
answers to the two questions became part of the qualitative data. 
On the value of open-ended questions presented in this manner, 
Patton (1988) wrote: 
Qualitative measures describe the experiences 
of people in depth ... At the simplest level, 
depth and detail may emerge from responses 
to open-ended questions on a questionnaire (p. 22). 
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The design and development of this instrument is consistent 
with accepted practices in educational research. The pilot con¬ 
ducted with one teaching team in another middle school allowed 
the advantage of testing and revising both the form and the cont¬ 
ent of the survey instrument. The decisions to include negatively 
worded statements as a check on how carefully the students were 
reading and to add two open-ended questions came from that 
experience. Although making specific reference to interviews, Seid- 
man (1991) recommended that all researchers 
build into their proposal a pilot venture . . . they 
will learn whether their research structure is 
appropriate for the study they envision . . . After 
completing the pilot, researchers can step back, 
reflect on their experiences . . . and revise their 
research approach on what they have learned from 
their pilot experience (pp. 29-30). 
The application of the Survey to determine the students’ per¬ 
ception of the level of parent involvement and its use with the 
small sample has precedence in survey research. Kerlinger (1986), 
in reviewing the use of surveys in research, concluded: 
Only rarely ... do survey researchers study whole 
populations: They study samples drawn from whole 
populations . . . Sample surveys attempt to determine 
the incidence, distribution, and interrelations among 
sociological and psychological variables, and, in so 
doing, usually focus on people, the vital facts of 
people, and their beliefs, opinions, attitudes, motiv¬ 
ations, and behavior (p. 378). 
The cognitive ability measure used in this study, the Test of 
Cognitive Skills, Second Edition (TCS/2), was developed by 
CTB/McGraw-Hill in 1993 and is a revision of the 1981 Test of Cog¬ 
nitive Skills (TCS). Validity and reliability data, as well as scaling 
information, scoring procedures, bias studies descriptions, and 
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standardization procedures are contained in the Test of Cognitive 
Skills/Second Edition: Technical Report (1993). The standardiza¬ 
tion of TCS/2 involved a national sample of approximately 87,797 
students, grades 2 through 12, from 99 public school districts, 13 
Catholic dioceses, and 68 private schools (p. 95). The particular 
use of TCS/2 in this study is valid and appropriate to the degree 
that the use of any standardized measure of cognitive ability and 
projection of academic achievement in educational research is 
valid and appropriate. 
The student and parent interviews constitute the largest sin¬ 
gle portion of the supporting qualitative data in this study. Ten 
students and their parents, five from each achievement group, were 
purposefully selected as representing a reasonably balanced cross- 
section of the total grade population. Of the purpose and use of 
interviewing in qualitative research, Patton (1988) presented this 
view: 
We interview people to find out from them 
those things we cannot directly observe . . . 
The fact of the matter is that we cannot observe 
everything. We cannot observe feelings, thoughts, 
and intentions . . . We cannot observe how 
people have organized the world and the meaning 
they attach to what goes on in the world - we have 
to ask people questions (p. 196). 
Both the student and parent interviews were standardized 
with seven open-ended questions in the students’ and six in the 
parents’. According to Patton (1988), 
There are three major reasons for using 
standardized open-ended interviews as part 
of an evaluation: 
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(1) the exact instrument used in the 
evaluation is available for inspection 
by decision makers and information 
users; 
(2) variation among interviewers can be 
minimized where a number of different 
interviewers must be used; and 
(3) the interview is highly focused so that 
the interviewee time is carefully used, 
(p. 203). 
The interviews in this study, each lasting between twenty 
and thirty minutes, were all tape recorded to facilitate both the 
interview process and later review of the data. Patton (1988) 
viewed this approach as both more accurate and less distracting 
than note-taking alone. 
A tape recorder is part of the indispensable 
equipment of evaluators using qualitative 
methods ... In addition to increasing the 
accuracy of the data collection, the use of 
the tape recorder permits the interviewer to 
be more attentive to the interviewee (p. 247). 
Demographics 
The data for this study were collected from a sample drawn 
from one of three middle schools containing populations ranging 
from 596 to 681 in grades five through eight, in a southeastern 
Massachusetts city with a population of approximately 40,000. 
The community is not unlike several small cities in south¬ 
eastern Massachusetts in its historical development, patterns of 
industrial growth and decline, and current economic condition. 
Once a thriving manufacturing center, known widely for its jewelry 
industry, the city has suffered the departure of many of its larger 
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employers to more favorable economic climates. The retail center 
of the city, also once a thriving shopping location for many sur¬ 
rounding communities, has become an unsightly series of empty 
storefronts, interspersed with a few struggling retail and service 
businesses. The attraction of new malls in several locations near¬ 
by, but outside the city boundaries, has resulted in the flight of 
retailers and consumers away from the less attractive city streets. 
The per capita income in this city is $14,970, the median 
family income is $43,248, and the unemployment rate is 6.6%. 
4.3% of the families have incomes below the poverty line. The 
total school population is 7,364, and the per pupil expenditure at 
the secondary level is $4,300, below the state average of $4,858. 
Of the three in this community, this middle school was cho¬ 
sen because of its more diverse student population which is drawn 
from neighborhoods representing a wider socioeconomic and ethnic 
composition than either of the other two. Though the student 
enrollment in each school is approximately the same, the two not 
involved in this study are located in more homogeneous areas of 
the city and have more narrowly composed student populations. 
The following table illustrates their population differences: 
Table 3.1 Special Populations: Three Middle Schools 
School A School B Study School 
Enrollment (596) (604) (681) 
Special Ed 64 (10.7%) 66 (10.9%) 55 (8.1%) 
Bilingual 2 (.3%) 0 (0%) 19 (2.8%) 
Black 15 (2.5%) 11 (1.8%) 32 (4.7%) 
S.E. Asian 39 (6.5%) 15 (2.5%) 57 (8.4%) 
Hispanic 
Economic 
26 (4.3%) 8 (1.3%) 25 (3.7%) 
Disadv. 127 (21.3%) 130 (21.5%) 176 (25.8%) 
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The same breakdown of each of the potential study popula¬ 
tions in each middle school indicates even greater differences. 
Table 3.2 Special Populations: Potential Study Populations 
Special Ed 
Bilingual 
Black 
S.E. Asian 
Hispanic 
Economic 
Disadv. 
School A 
15 (9.3%) 
0 (0%) 
5 (3.1%) 
13 (8.1%) 
7 (4.4%) 
29 (18.1%) 
School B 
10 (6.5%) 
0 (0%) 
4 (2.6%) 
3 (2.0%) 
2 (1.3%) 
22 (14.4%) 
Study School 
16 (9.1%) 
3 (1.7%) 
4 (2.3%) 
14 (8.0%) 
7 (4.0%) 
45 (25.7%) 
The physical plant of the middle school in this study is typi¬ 
cal of schools built as junior high schools during the 1960’s. 
Three wings of classrooms, two single floor and one double, extend 
from the main corridor connecting the lobby, auditorium, cafeteria, 
and the administrative offices to the rest of the building. Most of 
the classrooms are single, self-contained, except in the fifth and 
sixth grade wings where open spaces prevail. 
The school is a blend of elementary and middle school char¬ 
acteristics. Grade five came into the middle schools due to over¬ 
crowding in the elementary buildings and has maintained an ele- 
mentaiy school atmosphere in a wing somewhat separated from 
the other levels. Grade six is a true middle school teaming model 
with three teaching teams and approximately 180 students. The 
three teams which form the study population have different identi¬ 
ties resulting from a newly implemented inclusion model. They 
have also been part of a system effort to promote two-year teaching 
assignments, keeping these students and teachers together in 
grades seven and eight. 
37 
The Title One Inclusion Team, known as the Brahms Team, 
has sixty students working with two core teachers and one Title 
One teacher. The Special Education Inclusion Team, called the 
Handel Team, is made up of sixty students, two core teachers, one 
special needs teacher, and one instructional learning assistant. 
The Regular Education Team, the Haydn Team, has fifty students 
working with two core subject teachers only. The eighth grade in 
this middle school is made up of one Special Education Inclusion 
Team and two Regular Education Teams. 
There are forty-two people on the professional staff, 13 male 
and 29 female, a female principal, appointed in 1993, and a male 
assistant principal, appointed in 1991. The faculty breaks down 
into 27 regular education teachers in grades five through eight, 
four special education teachers, two physical education, one visual 
arts, one bilingual, one technology education, one music, one 
Chapter I, one librarian, one adjustment counselor, one computer 
coordinator, and one math/science resource teacher. 
Data Collection 
The identification of the study sample was the first step in 
the data collection and was begun when the students completed 
their first trimester of grade eight in December, 1994. Since their 
grade seven experience was the primary focus, and the objective 
was to develop a grade point average (GPA) for each student in the 
total population (175), the GPA was calculated on the final grades 
in each of the trimesters in grade seven and the first trimester in 
grade eight. 
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The determination of the GPA was made by utilizing the final 
letter grade in four core academic subjects: language arts, math, 
science, and social studies. The letter grades were converted to 
quality points using the following formula: 
Table 3.3 Letter Grade/GPA Conversion 
A+ = 4.00 A = 
B+ = 3.25 B = 
C+ = 2.50 C = 
D+ = 1.75 D = 
F = 1.00 
3.75 A- = 3.50 
3.00 B- = 2.75 
2.25 C- = 2.00 
1.50 D- = 1.25 
The final grade point averages were used as the achievement 
measure to identify the highest and lowest achievers in the total 
population. Ultimately, the study population was identified as the 
25 highest achieving and the 25 lowest achieving students, with a 
GPA range of 3.33 - 3.91 in the high group and 1.47 - 2.31 in the 
low group. However, before the actual study population could be 
determined with finality, the process of obtaining parent consent 
had to be completed. 
Parent consent forms (Appendix B) were necessary to allow 
students to complete the Parent Involvement Survey (Appendix A), 
which was yet to be scheduled. Several meetings were held in 
November, 1994 and January, 1995 with the superintendent, the 
assistant superintendent, and the principal of the middle school in 
the study to prepare for the direct involvement of students and 
staff. On January 12, 1995, I met with the principal and the 
teaching staff involved to review the purpose and major compon¬ 
ents of my study. The meeting was held in the school library and 
was designed not only to review the study, but also to elicit their 
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support, have them sign the teacher consent forms (Appendix C) to 
agree to be interviewed, and prepare for the next step in the pro¬ 
cess: the distribution and return of parent consent forms. 
On January 17, the parent consent forms were distributed to 
teachers in packages containing directions and lists for checking 
returns. The consent forms were distributed to students Wednes¬ 
day, January 18 for return by Friday, January 20. With only a 
50% return on Friday, it was necessary to prepare additional 
forms, with the names of students who had not returned forms 
already entered, for distribution on Monday, January 23. Because 
the Parent Involvement Survey was scheduled to be completed on 
Wednesday, January 25, the second round of consent forms needed 
to be returned on Tuesday, January 24. 
With 145 consent forms returned, 34 with negative respons¬ 
es, and 30 forms not returned, 111 students completed the Parent 
Involvement Survey on January 25. Since most of the outstanding 
consent forms belonged to students in the lower achievement 
group, it was necessary to make two additional efforts in February 
to encourage those students to return them signed, with or with¬ 
out permission given. I did this by arranging meetings in the 
school auditorium with the entire group of students who had not 
returned their consent forms, regardless of level of achievement, so 
that I could speak with them directly. This effort was successful 
enough to result in 25 students in each achievement group, an 
acceptable sample to complete the study. 
The Parent Involvement Survey was developed in its final 
form following a pilot effort conducted several months earlier with 
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one teaching team at another of the middle schools. The result 
was a design incorporating both structured and unstructured 
responses: a series of fifteen statements requiring students to 
select answers from a four item response scale and two open-ended 
questions requiring students to write answers in sentences on the 
back of the sheet. Ten of the fifteen structured responses were 
used as a basis for the perception measure in the quantitative 
data analysis, and the unstructured open-ended questions were 
used as supportive data in the qualitative data analysis. State¬ 
ments E, I, and M were written in the negative as a method of 
determining how carefully each student was reading and the degree 
of thoughtfulness with which each responded. 
To ensure maximum consistency in the administration of 
the Survey, a student survey script (Appendix D) was prepared and 
reviewed with the teachers in advance of the scheduled date for 
completion. Utilizing the script, the Survey was completed in each 
of seven homerooms directed by each homeroom teacher, during 
blocks of 20 +/- minutes. In addition, the Survey was completed 
by all eligible students on the same day to avoid discussions bet¬ 
ween students which might have negatively affected their sponta¬ 
neous, open answers. Following this, the next step in the data 
collection was to schedule and prepare for the administration of 
the cognitive ability measure, the Test of Cognitive Skills. 
The Test of Cognitive Skills, Second Edition (TCS/2) is a 
group-administered cognitive abilities test comprised of four sub¬ 
tests: Sequences, Analogies, Memory, and Verbal Reasoning. 
Developed by CTB/McGraw-Hill, it is a 1993 revision of the 1981 
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Test of Cognitive Skills and, in its six levels, is designed to assess 
the academic aptitude of students in grades two through twelve. 
Table 3.4 Test of Cognitive Skills Testing Levels 
Level 1 - Grades 2-3 Level 4 - Grades 8-9 
Level 2 - Grades 4-5 Level 5 - Grades 10-11 
Level 3 - Grades 6-7 Level 6 - Grades 11-12 
Because the students who made up the study population were in 
the middle of their eighth grade year, Level 4 was used in this 
instance. 
Each of the four subtests in the TCS/2 measures a different 
aspect of three cognitive ability factors: verbal ability (Verbal Rea¬ 
soning subtest), nonverbal ability (Sequence and Analogies 
subtests), and memory (Memory subtest). Item factor analysis of 
the TCS/2, as indicated in the Technical Report, “supported the 
presence of the following traits, which are a sampling of the vast 
repertoire of cognitive abilities: 
Memory Ability: TCS/2 provides a measure of short¬ 
term memory . . . items in levels 2 through 6 present 
nonsense word/definition associations. Students are 
asked to recall these after a period of intervening un¬ 
related test activity ... 25 minutes at levels 2 
through 6. 
Nonverbal Ability: TCS/2 measures nonverbal 
cognitive ability with two subtests - Sequences 
and Analogies. The Sequences subtest presents 
nonverbal sequences of graphic symbols and 
alphanumeric combinations that require the 
student to complete the sequence . . . the Analogies 
subtest presents nonverbal pictorial analogy items 
using familiar pictures and graphic symbols. When 
given two pictures, the student must discern their 
relationship, and, when given a third picture, select 
the fourth picture that will result in a parallel rela¬ 
tionship. This . . . task measures . . . “fluid” 
reasoning . . . 
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Verbal Ability: The Verbal Reasoning subtest presents 
a combination of verbal items that require deductive 
and analytical reasoning. The . . . items measure verbal 
knowledge, an aspect of cognitive ability influenced by 
educational and cultural experiences” (pp. 5-6). 
Arranging for the administration of the TCS/2 in this partic¬ 
ular school system was especially difficult because the superin¬ 
tendent had long advocated the elimination of standardized testing 
of any kind and had been very successful in that effort. However, 
he supported my study and agreed to allow the testing to take 
place if it involved the entire grade level and not just the study 
population. He also required full reporting of results to parents 
and professional staff. Because the entire grade was administered 
the TCS/2 under these conditions, parent consent forms were not 
necessaiy. 
In December, 1994, I began working with the assistant 
superintendent, who was responsible for assessment activities in 
the system, to arrange for the purchase and administration of the 
TCS/2. Together, we worked out the details of the purchase, the 
schedule, and the required formal notification of the school com¬ 
mittee. The last step was critical because it was vital that the 
committee understood the purpose of this particular standardized 
test and how it would be used, well in advance of its purchase and 
administration. 
The next meeting of the teachers involved in the study was 
held on January 31, 1995 in the school library and was designed to 
continue the preparation for their role as test examiners in the 
administration of the TCS/2, scheduled for February 1. The meet¬ 
ings earlier in January had covered the general description and 
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purpose of the test, supported by copies of the appropriate materi¬ 
als taken directly from the Examiner’s Manual. In addition, four 
days prior to meeting, I prepared and distributed to the teachers a 
memorandum giving more specific directions and copies of materi¬ 
als from the Test Coordinator’s Handbook. At the meeting, they 
received a detailed memorandum outlining the steps in the test 
administration (Appendix E) and copies of the Examiner’s Manual, 
a Test Booklet, and a CompuScan Answer Sheet. 
The test was scheduled to begin at 8:40 a.m. the next morn¬ 
ing, and by that time all test materials were distributed to each 
room, the doors closed, and DO NOT DISTURB signs were attached 
to each door. All students were tested in their individual home¬ 
rooms, ranging in size from 21 to 28 students. All rooms were 
essentially the same size, well-lighted and reasonably spacious for 
the students assigned. The only real difference was in the furnish¬ 
ings, varying from individual student desk/seat combinations, to 
trapezoid tables and chairs, to lab tables and chairs. Between 8:50 
a.m. and 10:05 a.m., I made six passes by each room to monitor 
the process, which I saw as orderly and on schedule. The testing 
ended at 10:10 a.m. , and all material were collected by 10:30 a.m. 
The largest portion of the qualitative data were drawn from 
purposefully selected student and parent interviews designed to 
gather additional information regarding perceptions of types and 
levels of parent involvement. Confined to the study sample of 50 
students, these interviews were racially and gender equitable and 
designed to expand and clarify the data gathered through the Par¬ 
ent Involvement Survey. Single parents and step-parents were 
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included in the interview sample, and all parent interviews were 
paired with interviews of their children. 
The selection of the students to be interviewed involved con¬ 
sideration of several factors: gender, ethnicity, special populations 
characteristics (TBE/ESL, Chapter I support, economic/academic 
disadvantages, language barriers), and family composition. The 
objective was to select a reasonably balanced cross-section of the 
total grade population while maintaining the number of interviews 
at a level which could be managed comfortably in the study. 
Utilizing the factors above as a guide, and drawing on stud¬ 
ent record information, eight students and their parents were iden¬ 
tified in each achievement group, with the intent of interviewing 
five students and their parents from each group. The breakdown of 
the achievement groups indicates the interview selection rationale: 
Table 3.5 Characteristics of Selected Interview Groups 
Student 
High Achievement 
Male 
Male 
Female 
Female 
Male 
Special Populations Parent(s) 
Cambodian/Language M/F 
None M/F 
Adoptive Mother/Vietnamese M 
Econ/Educ Disadvantaged M/SF 
None M/F 
Low Achievement 
Female 
Female 
Male 
Male 
Male 
None M/F 
Econ/Educ Disadvantaged M/F 
Hispanic, Econ/Educ 
Disadvantaged M/F 
None F 
Hispanic, TBE/ESL, Ch I M/SF 
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Given that some parents might not agree to be interviewed, 
the parent interviews were scheduled before those with their child¬ 
ren. In the event that a parent refused, the next most representa¬ 
tive parent/child pair would have been selected. That did not 
occur, and the original ten pairs were interviewed, though not 
without some difficulties. 
The parent interviews were standardized and consisted of six 
open-ended questions (Appendix F). All interviews took place face- 
to-face with the researcher and were recorded on tape. Six of the 
parent interviews were scheduled and completed before their child¬ 
ren’s interviews, and four were held after their children were inter¬ 
viewed, between May 10 and June 6, 1995. Four were held in the 
morning, two in the early afternoon, and four in the early evening. 
Seven of the ten were held in a conference room in the middle 
school, and three were held in the participants’ homes. 
Of the three parent interviews held in their homes, one was 
conducted in a second floor apartment, another in a third floor 
apartment, and the third in a single family ranch style home, all in 
the early evening between 6:00 and 8:00 p.m. The apartments, 
both of the families of low achievers, were in the poorer neighbor¬ 
hoods of multi-family homes. The single family home was also 
that of a low achiever, but in a middle-class neighborhood of simi¬ 
lar homes. In all cases the interviewer was made to feel welcome 
and comfortable and was able to conduct each interview as effi¬ 
ciently and thoroughly as those held in the middle school. 
The interview room in the school was one of two used as 
guidance offices off a larger waiting room entered from a corridor 
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near the principal’s office. Approximately 10 by 15 feet, the room 
had one wall of windows overlooking a courtyard which was land¬ 
scaped with shrubs, flowers, and flowering trees. The walls were of 
cement block, painted a somewhat dingy off-white, and the floor 
was a smooth concrete painted gray. The room was well-lighted 
with both natural and artificial light (from fluorescent ceiling fix¬ 
tures) and was reasonably soundproof, except when the custodian 
was cutting the lawn in the courtyard or when pre-school children, 
housed in the building, rode their “Big Wheels” on the slate and 
asphalt surface of the central area of the courtyard. 
The room was furnished with a small, dark wood plastic lam¬ 
inate-topped rectangular table, at which the interviews were con¬ 
ducted, with four plastic chairs, two on each side. A trapezoid 
table, a desk, and one chair were next to the wall near the door, 
which was of dark wood with a small window set to one side about 
eye level. 
At various times the room was too warm, necessitating the 
opening of a small window to the courtyard. Most interviews were 
conducted with the participants’ backs to the windows, facing the 
interviewer. For one student interview, sides were changed, but 
the original arrangement was found best for minimizing distrac¬ 
tions for the participants. 
All student interviews were conducted in this room over a 
period of two days, May 16 and 17, 1995, between 9:00 a.m. and 
11:30 a.m. As with the parents, the interviews were standardized 
and consisted of six open-ended questions for the May 16 group, 
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with a seventh added to reflect the parents’ question 5 for the May 
17 group (Appendix G). 
The seven supplemental teacher interviews were all con¬ 
ducted and recorded during the school day in each of the teachers’ 
classrooms, between March 14 and 16, 1995. They were also stan¬ 
dardized and consisted of six open-ended questions (Appendix H). 
Although each classroom was somewhat different, the basic set¬ 
tings were essentially the same, the approach consistent, and the 
tone positive. 
These interviews were conducted to determine teacher per¬ 
ceptions of and attitudes toward parent involvement and their 
expectations for their students’ achievement. This information 
was useful in exploring potential additional variables affecting 
both the level and type of parent involvement and actual student 
achievement in relation to teacher expectations for that achieve¬ 
ment. The issue of teacher expectations for individual student 
achievement was also explored through interview questions for 
both students and parents. 
Study Design and Data Analysis 
This study was designed as a blend of quantitative and qual¬ 
itative research and involved a sampling from a total grade popula¬ 
tion of 175 students from one of three middle schools in a south¬ 
eastern Massachusetts city with a population of approximately 
40,000. The data were gathered when these students were in 
grades seven and eight as they remained in the same classroom 
areas, on the same teaching teams, and with the same classmates. 
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Utilizing grade point averages in four core academic subjects 
(language arts, math, science, and social studies) as the achieve¬ 
ment measure, a sample was drawn from the total population of 
the highest achieving twenty-five students and the lowest achiev¬ 
ing twenty-five students. Utilizing the Test of Cognitive Skills as 
the cognitive ability measure, perception scores derived from a four 
item response scale were compared with actual and expected GPA 
scores to determine the relationship between student perception of 
parent involvement and student achievement. 
Data were also drawn from purposefully selected student and 
parent interviews and interviews of all involved teachers using a 
standardized open-ended format. These interviews were designed 
to gather additional information regarding perceptions of parent 
involvement and expectations for student achievement. Student 
records were also examined to review data involving ethnicity, spe¬ 
cial populations characteristics, and family composition. 
The analysis of the quantitative data began with the develop¬ 
ment of the Parent Involvement Survey Perception Scale as a 
method of quantifying students’ perceptions of the degree of their 
parents’ involvement from their responses to the Parent Involve¬ 
ment Perception Survey. Utilizing the Perception Scale, three gen¬ 
eral designations of the levels of parent involvement were derived: 
high, moderate, and low. Grouping the data in three distinct 
arrangements, determinations were made of how individual stud¬ 
ents, the two achievement groups, and the total study population 
(N=50) perceived the levels and types of parent involvement. 
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The Test of Cognitive Skills, Second Edition (TCS/2), was 
utilized to determine each student’s expected level of achievement 
through a conversion of the TCS/2 scores to grade point averages 
(GPA). Actual GPA scores, derived from final grades in math, sci¬ 
ence, social studies, and language arts, were compared with the 
expected GPA scores to determine if significant differences existed. 
Further, both actual and expected GPA scores were analyzed in 
relation to the Parent Involvement Perception Survey scores to 
determine the possible relationship between student perception of 
parent involvement and student achievement. These data were 
presented through a series of tables and figures in the analysis. 
The qualitative data consisted of twenty-seven interviews 
involving ten purposefully selected student/parent pairs and all 
seven teachers assigned to the study population. Review and anal 
ysis of these interviews were intended to allow the perceptions of 
those interviewed to unfold in a natural and straight-forward man 
ner. These data were reviewed and analyzed separately and were 
presented through direct quotations, in groups or in the narrative, 
to determine commonalities and differences of perception or opin¬ 
ion. The fifty responses to the two open-ended questions on the 
Parent Involvement Survey were grouped into categories and ana¬ 
lyzed individually and collectively for the two achievement groups. 
Definition of Terms 
Perception, for the purposes of this study, is defined as the 
personal recollections of experiences and the subjective conclu- 
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sions drawn from those experiences as reported by the students, 
parents, and teachers involved in the study. 
Parent involvement is defined as those parent behaviors, in 
the form of their words and/or actions, as identified by students, 
parents, and teachers, and perceived by them to have some impact 
on the motivation and ultimate achievement of the students in the 
study population. 
Limitations of the Study 
1. This study was limited to one group of middle school stud¬ 
ents in one southeastern Massachusetts community, and, there¬ 
fore, its findings may be generalized only to the extent that the 
study population approximates other populations. 
2. The sample drawn of the total grade population was lim¬ 
ited to the twenty-five highest achieving and the twenty-five lowest 
achieving students. A larger sample may yield results which more 
closely represent the total population. 
3. A number of parents either chose not to allow their child¬ 
ren to participate or simply did not return signed parent consent 
forms with any response. A more complete sample may yield 
results which more closely represent the total population. 
4. The research utilized a grade point average (GPA) derived 
from four core academic areas (math, science, social studies, and 
language arts) as the measure of achievement. A more standard¬ 
ized measure may yield different results. 
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5. The research utilized the Test of Cognitive Skills, Second 
Edition (TCS/2) as the measure of cognitive ability. Another test 
may yield different results. 
6. This study utilized a purposefully selected cross-sectional 
sample rather than a longitudinal research design. A longitudinal 
study may yield different results. 
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CHAPTER IV 
PRESENTATION OF DATA AND ANALYSIS 
Introduction 
The organization of this section of the study is designed to 
present and analyze the quantitative and qualitative data as sepa¬ 
rate but related bodies of information. The quantitative data are 
presented first in an effort to establish some base-line information 
obtained from the the Parent Involvement Survey, the Test of Cog¬ 
nitive Skills, and the comparison of the scores on the Parent 
Involvement Survey with the actual and expected grade point aver¬ 
ages (GPA) of the fifty students in the study sample. The qualita¬ 
tive data follow, intended to illustrate and expand on the quanti¬ 
tative findings, principally through the words of the participants, 
which were drawn from student, parent, and teacher interviews 
and two open-ended questions on the Parent Involvement Survey 
(Appendix A). 
In all cases, to help clarify the data, the numbers assigned 
students are consistent throughout the reporting of the quantita¬ 
tive data. For example, student number 23 in the high achieve¬ 
ment group is identified as number 23 in that group on all 
numbered lists and in all discussions of the data. Also, in the 
reporting of the qualitative data, letter designations are consist¬ 
ently assigned to the same students and parents, intended to iden¬ 
tify parent and child pairs. In addition, achievement groups are 
also consistently labeled: students A through E were in the high 
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achievement group, and students F through J were in the low 
achievement group. Teacher letter designations were also consist¬ 
ent throughout the reporting of the qualitative data. 
The analysis of the quantitative data resulted in some find¬ 
ings which were supported by similar findings in the review and 
analysis of the qualitative data. Namely, that the perceived levels 
of parent involvement were generally high for most students in the 
study sample (N=50) and that the most frequent reporting of par¬ 
ent involvement behaviors took the form of support and encourage¬ 
ment conveyed to students through the words of their parents. 
Perceptions of parent involvement in the form of actual 
physical activities or behaviors, however, were not reported with 
the same frequency. Except for a relatively high percentage of 
students reporting parent attendance at report card conferences, a 
veiy small percentage reported help with homework or projects or 
parents’ checking corrected schoolwork. 
The most significant finding resulting from the review and 
analysis of the quantitative data was that student perception of 
parent involvement appeared not to be a meaningful predictor of 
academic achievement in this sample population. However, the 
review and analysis of the qualitative data resulted in a seemingly 
contradictory finding which was consistent throughout the 
responses of students, parents, and teachers: Positive parent 
involvement in the education of their children was viewed as very 
important and, in its various forms, seen as encouraging children 
to work harder in school to get better grades. 
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Quantitative Data: Review and Analysis 
The Parent Involvement Survey 
The Parent Involvement Survey consisted of fifteen state¬ 
ments requiring students to select answers from a four item 
response scale and two open-ended questions asking students to 
write answers in sentences on the back of the sheet. Ten of the fif¬ 
teen responses were used as the basis for the perception measure 
in the quantitative data analysis: A,B,C,D,F,G,H,J,K, and L. 
Statements E, I, and M were written in the negative to aid in 
assessing how carefully each student was reading and responding. 
Statements N and O asked for students’ perception of their grades 
and their perception of their parents’ expectations for their grades. 
The two open-ended questions, P and Q, were also asked as part of 
the student interviews and were intended to develop a broader pic¬ 
ture of student perception of parent involvement as it was and as 
it could be in the minds of the total eighth grade population in 
this study. 
Utilizing the response scale (l=Almost Always, 2=Frequently, 
3=Seldom, 4=Almost Never), an answer of 1 to any of the ten state¬ 
ments represented a student’s perception of the highest degree of 
parent involvement, and an answer of 4 represented a perception of 
the lowest degree of involvement. Based on that four-point range, 
the scale presented on page 56 was created to identify and quantify 
eleven levels and thirty-one points of student perception of parent 
involvement in preparation for an analysis of the relationship of 
that perception with actual and expected classroom achievement. 
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Table 4.1 Parent Involvement Perception Scale 
Extremely 1.0 Upper 2.1 Upper 3.0 
High 1.1 Middle 2.2 Low 3.1 
2.3 3.2 
Upper 1.2 Middle 2.4 Moderately 3.3 
High 1.3 2.5 Low 3.4 
1.4 2.6 3.5 
Moderately 1.5 Lower 2.7 Lower 3.6 
High 1.6 Middle 2.8 Low 3.7 
1.7 2.9 3.8 
Lower 1.8 Extremely 3.9 
High 1.9 Low 4.0 
2.0 
This scale has formed the basis for the analyses and determi¬ 
nations of the levels of student perception of parent involvement 
throughout this study. The groupings of the Survey data in the 
analyses which follow were also based on this scale. 
The results of the Survey showed a consistency of responses 
in each achievement group. Overall, students in the high achieve¬ 
ment group perceived their parents as more involved more often 
than did those in the low achievement group. In fact, all twenty- 
five high achievement students consistently reported more frequent 
perceptions of higher parent involvement than did the twenty-five 
students in the low achievement group. The scatter diagram on 
page 57 illustrates each student’s average level of perception of 
parent involvement utilizing the perception scale presented in 
Table 4.1 and the students’ responses to the ten Survey statements 
(A, B, C, D, F, G, H, J, K, and L): 
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Figure 4.1 Parent Involvement Perception Survey Results 
An analysis of the average of each group’s response to each 
of the ten Survey statements further indicated this consistency. 
Statements B, H, and L averaged the same level of perception of 
parent involvement for each achievement group: 2.6, 1.8, and 1.5 , 
respectively. However, the responses to the remaining seven state¬ 
ments (A, C, D, F, G, J, and K) showed that, in all instances, the 
high achievement group perceived higher levels of parent involve¬ 
ment than the low achievement group. The table below illustrates 
the differences in the average of the responses between groups. 
Table 4.2 Average of Survey Responses: High/Low 
Achievement Groups 
Survey Statement Achievement Group 
High Low 
A 1.8 2.3 
C 2.4 2.5 
D 2.5 2.8 
F 1.5 2.0 
G 3.2 3.8 
J 3.0 3.3 
K 1.0 1.3 
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When viewed as a bar graph, the consistency of the 
responses is even more evident: 
SURVEY 
Figure 4.2 Survey Responses: High/Low Achievement Groups 
However the data are grouped, the Survey indicated that 
more students in the total study population viewed their parents 
as being involved in their education than not being involved. If 
perception of high involvement is determined to be in the 1.0 
through 2.3 range, moderate involvement in the 2.4 through 2.6 
range, and perception of low involvement in the 2.7 through 4.0 
range (Data Grouping A), the results break down this way: 18 
(72%) of the high achieving students and 12 (48%) of the low 
achieving students viewed their parents as highly involved in their 
education: 4 (16%) of the high achievers and 6 (24%) of the low 
achievers saw their parents as moderately involved; and 3 (12%) of 
the high achievers and 7 (28%) of the low achievers reported per¬ 
ceptions of low involvement. 
Viewed graphically, relative perceptions of high, moderate, 
and low parent involvement become clearer: 
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1.0-2.3 2.4-2.6 2.7-4.0 
High Moderate Low 
Figure 4.3 Perceived Levels of Parent Involvement/Data 
Grouping A: Achievement Group Comparison 
Taken as a total (N=50) and using the same ranges of high, 
moderate and low involvement, 30 (60%) reported high involve¬ 
ment, 10 (20%) viewed their parents as moderately involved, and 10 
(20%) reported low involvement. When combined utilizing these 
ranges, 80% of all students in the study population reported per¬ 
ceptions of moderate to high parent involvement. 
Figure 4.4 Perceived Levels of Parent Involvement/Data 
Grouping A: Total Study Population 
However, if perception of high involvement is determined to 
be in the 1.0 through 2.0 range, moderate involvement in the 2.1 
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through 2.9 range, and low involvement in the 3.0 through 4.0 
range (Data Grouping B), the results break down this way: 12 
(48%) of the high achieving students and 6 (24%) of the low 
achieving students viewed their parents as highly involved; 12 
(48%) of the high achievers and 16 (64%) of the low achievers saw 
their parents as moderately involved; and 1 (4%) of the high 
achievers and 3 (12%) of the low achievers reported low involve¬ 
ment. The graphs which follow more clearly illustrate the relative 
differences in the perceptions of the levels of parent involvement 
when the ranges are adjusted in this way for both the individual 
achievement groups and the total study sample. 
1.0-2.0 2.1-2.9 3.0-4.0 
High Moderate Low 
Figure 4.5 Perceived Levels of Parent Involvement/Data 
Grouping B: Achievement Group Comparison 
As a total (N=50),18 students (36%) reported high involve¬ 
ment, 28 (56%) viewed their parents as moderately involved, and 4 
(8%) reported low involvement. This grouping of the data results 
in 46 students (92%) of the total of both achievement groups 
reporting their parents to be moderately to highly involved in their 
educations. 
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1.0-2.0 2.1-2.9 3.0-4.0 
High Moderate Low 
Figure 4.6 Perceived Levels of Parent Involvement/Data 
Grouping B: Total Study Population 
Changing the ranges in this way, which allowed for a more 
even division of points within the three ranges (High =11, Moder¬ 
ate = 9, Low =11), also clearly changed the reporting of student 
perception. While both perceptions of high and low involvement 
decreased, perception of moderate involvement increased signifi¬ 
cantly. Taken together, however, 92% of all students in the study 
population reported perceptions of moderate to high parent 
involvement when the data were grouped this way. Those reporting 
perceptions of low involvement dropped from 20% to only 8% when 
the range of low involvement was reduced from 2.7-4.0 to 3.0-4.0. 
Overall, more students in the sample population perceived 
their parents as involved in their education than not involved. 
Depending on the grouping of the data from the responses to the 
Parent Involvement Survey, the perception of moderate to high 
involvement in the total study population (N=50) was at least 80% 
and at most 92%. 
Without grouping the data in any way other than the four 
groups specifically created by the possible student responses 
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(1/Almost Always, 2/Frequently, 3/Seldom, 4/Almost Never) to 
each item in the Survey (Data Grouping C), the results still indi¬ 
cated that a higher percentage of students viewed their parents as 
involved than not. The following frequency distribution for the 
twenty-five high achievers indicates that 65% of the responses 
reflected student perception of parent involvement to be frequently 
or almost always. 
Table 4.3 Frequency Distribution/Data Grouping C: 
High Achiever Responses 
1 2 3 4 
A 7 16 2 0 
B 1 10 11 3 
C 4 11 5 5 
D 4 5 14 2 
F 17 5 2 1 
G 3 3 6 13 
H 10 12 3 0 
J 1 5 12 7 
K 24 1 0 0 
L 12 11 1 1 
83 (33%) 79 (32%) 56 (22%) 32 (13%) 
The frequency distribution on page 63 for the twenty-five low 
achieving students shows a much closer margin, with 52% report¬ 
ing parent involvement to be frequently to almost always. In addi¬ 
tion, the percentage of students in the low achievement group 
reporting perceptions of low parent involvement (4/Almost Never) 
was nearly double that reported by the high achievement group 
(High: 13%/Low: 22%). 
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Table 4.4 Frequency Distribution/Data Grouping C: 
Low Achiever Responses 
1 2 3 4 
A 5 10 7 3 
B 2 10 10 3 
C 7 4 8 6 
D 2 8 7 3 
F 10 8 4 8 
G 0 0 4 21 
H 11 7 6 1 
J 0 2 14 9 
K 20 3 2 0 
L 17 4 3 1 
74 (30%) 56 (22%) 65 (26%) 55 (22%) 
When taken together, the results showed that 58.4% of the 
total study population responses (N=50) indicated the perception 
that parents were involved frequently to almost always. 
Table 4.5 Survey Responses/Data Grouping C: 
Total Study Population 
Scale Responses % 
1 (Almost Always) 157 31.4 
2 (Frequently) 135 27.0 
3 (Seldom) 121 24.2 
4 (Almost Never) 87 17.4 
An analysis of the responses to the individual statements, 
however, revealed an interesting overall perception on the part of 
the students in the total study population regarding the difference 
between what parents say and what they actually do. Statements 
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A, H, K, and L asked students to rate their parents in their talking 
with them about their schoolwork, their report cards, and the 
importance of their educations, and the degree to which they 
encouraged them, through conversations, to do well in school. An 
average of 84% of the study population perceived their parents as 
frequently to almost always involved in this way. That is, parents 
were viewed as highly involved in talking to their children about 
school and encouraging them through their words. 
Table 4.6 Survey Responses/Statements A, H, K, L: 
Total Study Population 
Statement Frequently/Almost Always % 
A 38 76 
H 40 80 
K 47 94 
L 44 88 
Average 42.25 84% 
However, when it came to parents’ actually taking an active 
role directly with their children beyond their words, the average of 
the total population perceiving their parents as highly involved 
dropped dramatically to 38%. Most students heard their parents’ 
words of support and encouragement, but very few reported any 
involvement other than that. The responses to statements B, C, 
and J, which asked students to rate their parents’ actual physical 
involvement in helping them with homework and projects and 
checking their corrected schoolwork, presented in Table 4.7 on page 
65, indicated this very different perception. 
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Table 4.7 Survey Responses/Statements B, C, J: 
Total Study Population 
Statement Frequently/Almost Always % 
B 23 46 
C 25 50 
J 8 16 
Average 18.66 38% 
Most significant here was the response to Statement J. Only 16% 
of the total study group said that their parents frequently to 
almost always expected to see their corrected schoolwork after 
being returned by their teachers. 
Regarding parent interactions with the school, the responses 
were mixed. Only 12% (6 of 50) said that their parents frequently 
or almost always participated in parent group meetings and/or 
activities (Statement G). 38% (19 of 50) said their parents fre¬ 
quently or almost always talked with their teachers about their 
schoolwork and progress (Statement D). The only area of actual 
physical parent involvement perceived by a significant number of 
the students to be high was that in Statement F. 80% (40 of 50) 
said that their parents frequently to almost always attended report 
card conferences with their teachers. Since only 16% said their 
parents frequently to almost always checked their corrected school- 
work regularly, it appears that most parents waited for report cards 
each quarter to review their children’s achievement and did not 
allow themselves the opportunity to become involved early enough 
to provide timely help. 
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The Test of Cognitive Skills 
The Test of Cognitive Skills, Second Edition (TCS/2) was 
administered to all students in the sample population (N=50) as 
part of its administration to the total grade population (175). The 
purpose was to establish a clearer understanding of each student’s 
level of achievement (actual GPA) in relation to the student’s cog¬ 
nitive ability (expected GPA) as measured by the TCS/2. Each of 
the four subtests in the TCS/2 measured a different aspect of three 
cognitive ability factors: verbal ability (Verbal Reasoning sub test), 
nonverbal ability (Sequence and Analogies subtests), and memory 
(Memory subtest). 
Utilizing a regression analysis, the scores from the TCS/2 (X) 
and each student’s GPA (Y) were used to determine expected GPA 
00 in the formula Y’=byxX + ayx. The results showed that, while 
a number of students in each achievement group ( 8 in the high, 
11 in the low) had actual and expected GPA scores which were sig¬ 
nificantly different (.5 or greater), most students in the study pop¬ 
ulation (62%) were achieving as expected. In fact, only three stud¬ 
ents in the total study population (N=50) had differences of 1.0 or 
greater between their actual and expected GPA scores. 
The two tables which follow on pages 67 and 68 (Tables 4.8 
and 4.9) illustrate the process used to determine each student’s 
expected GPA (Y) in each achievement group, utilizing the individ¬ 
ual actual GPA (Y) and the scores derived from the Test of Cogni¬ 
tive Skills (X): 
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Table 4.8 Actual (Y) /Expected (Y’) GPA: High 
Achievement Group 
STUDENT TCS/2(X) GPA(Y) X(sq) XY Y 
1 515 3.36 265225 1730.4 2.92 
2 590 3.91 348100 2306.9 3.71 
3 552 3.70 304704 2042.4 3.31 
4 514 3.69 264196 1896.7 2.91 
5 452 3.35 204304 1514.2 2.25 
6 510 3.47 260100 1769.7 2.87 
7 613 3.69 375769 2262.0 3.95 
8 562 3.80 315844 2135.6 3.41 
9 579 3.50 335241 2026.5 3.59 
10 506 3.64 256036 1841.8 2.82 
11 529 3.39 279841 1793.3 3.07 
12 518 3.47 268324 1797.5 2.95 
13 597 3.57 356409 2131.3 3.78 
14 523 3.55 273529 1856.7 3.00 
15 517 3.56 267289 1840.5 2.94 
16 560 3.48 313600 1948.8 3.39 
17 545 3.72 297025 2027.3 3.23 
18 548 3.63 300304 1989.3 3.27 
19 589 3.43 346921 2020.3 3.70 
20 527 3.33 277729 1754.9 3.04 
21 592 3.41 350464 2018.7 3.73 
22 539 3.51 290521 1891.9 3.17 
23 564 3.49 318096 1968.4 3.43 
24 584 3.58 341056 2090.7 3.65 
25 497 3.66 247009 1819.0 2.73 
The difference between the actual GPA and the expected GPA 
for each student was intended to identify achievement below, at, or 
above ability. That difference, determined to be significant at .5 or 
greater, is indicated by the bold type in the Y column. The results 
showed that all students in the high achievement group were 
achieving at or above their expected levels. Of the total (25), sev¬ 
enteen were achieving at their expected levels, and eight were 
achieving above their expected levels. 
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The results for the low achievement group, however, showed 
a much different pattern of actual and expected achievement. 
While no students in the high achievement group were achieving 
below expected levels, a significant number in the low achievement 
group was. In addition, only one student in the low group was 
achieving above the expected level. 
Table 4.9 Actual (Y)/Expected (Yf) GPA: Low 
Achievement Group 
STUDENT TCS/2(X) GPA(Y) X(sq) XY Y 
1 536 1.91 287296 1023.8 3.14 
2 449 1.75 201601 785.8 2.22 
3 503 1.92 253009 965.8 2.79 
4 477 1.99 227529 949.3 2.52 
5 416 1.86 173056 773.8 1.87 
6 439 2.05 192721 900.0 2.12 
7 477 2.30 227529 1097.1 2.52 
8 474 1.47 224676 696.8 2.49 
9 482 2.10 232324 1012.2 2.57 
10 474 1.57 224676 744.2 2.49 
11 401 1.51 160801 605.6 1.72 
12 485 2.03 235225 984.6 2.60 
13 446 2.31 198916 1030.3 2.19 
14 471 1.50 221841 706.5 2.45 
15 447 2.27 199809 1014.7 2.20 
16 496 2.03 246016 1006.9 2.72 
17 410 2.31 168100 947.1 1.81 
18 421 2.22 177241 934.6 1.93 
19 382 1.80 145924 687.6 1.51 
20 445 2.04 198015 907.8 2.18 
21 376 1.64 141376 616.6 1.45 
22 488 2.06 238144 1005.3 2.62 
23 465 1.89 216115 878.9 2.39 
24 379 1.88 143641 712.5 1.48 
25 492 2.19 242064 1077.5 2.68 
The differences between the actual GPA and the expected 
GPA in the low achievement group showed that fourteen students 
were achieving at expected levels, ten achieving below, and one 
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achieving above (#17). The table below illustrates the specific dif¬ 
ferences of .5 or greater in both achievement groups. 
Table 4.10 Difference: Actual/Expected GPA 
HIGH ACHIEVEMENT 
GROUP 
LOW ACHIEVEMENT 
GROUP 
STUDENT DIFFERENCE STUDENT DIFFERENCE 
1 .44 1 
-1.23 
2 .20 2 
- .47 
3 .40 3 
- .87 
4 .78 4 
- .53 
5 1.10 5 
- .01 
6 .60 6 - .07 
7 
- .26 7 
- .22 
8 .39 8 -1.02 
9 - .09 9 - .47 
10 .82 10 - .92 
11 .32 11 - .21 
12 .52 12 - .57 
13 - .21 13 - .12 
14 .55 14 
- .95 
15 .62 15 .07 
16 .09 16 - .69 
17 .49 17 .50 
18 .36 18 .29 
19 -.27 19 .29 
20 .29 20 - .14 
21 
- .32 21 .19 
22 .34 22 - .53 
23 .06 23 - .50 
24 - .07 24 .40 
25 .93 25 - .49 
Of the totad study population (N=50), nineteen students 
(38%) presented a significant difference between their actual and 
expected GPA scores (in bold type above): Nine students’ (18%) 
actual GPA scores were higher than expected based on the results 
of the TCS/2 (8 in the high achievement group), and ten (20%) 
had actual GPA scores lower than expected (all in the low achieve- 
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ment group). Three students (6%) presented a difference of 1.0 or 
greater between their actual and expected GPA scores: one higher 
than the actual GPA in the high achievement group and two lower 
than the actual GPA scores in the low achievement group. 
Actual GPA scores for the twenty-five students in the high 
achievement group were in the range of 3.33 - 3.91, and those for 
the low achievement group in the range of 1.47 - 2.31. Presented 
in a scatter diagram, the data look like this: 
High Ach. Grp. 
Low Ach. Grp. 
Figure 4.7 Actual GPA Scores: High/Low 
Achievement Groups 
Based on the TCS/2 in the regression analysis with the 
actual GPA scores, the expected GPA scores for the twenty-five 
students in the high achievement group were in the range of 
2.25 - 3.95, and those for the low achievement group in the range 
of 1.45 - 3.14. Although the distinction between the levels of 
achievement in each of the groups is still clear, these data resulted 
in a very different scatter diagram as presented in Figure 4.8 on 
page 71. 
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Figure 4.8 Expected GPA Scores: High/Low 
Achievement Groups 
When compared with the ranges of the actual GPA scores for 
each achievement group ( High= 3.33 - 3.91/Low= 1.47 - 2.31), the 
expected scores had the effect of lowering the bottom score of the 
range for the high achievement group from 3.33 to 2.25, without 
significantly changing the high score (3.91 to 3.95), and increasing 
the high score of the range for the low achievement group from 
2.31 to 3.14, without significantly changing the low score (1.47 to 
1.45). The ranges resulting from the calculations for the expected 
GPA scores were: High = 2.25 - 3.95 / Low = 1.45 - 3.14. This 
indicated that some students in the high achievement group were 
actually getting higher grades than expected by the results of the 
TCS/2, and some students in the low achievement group were get¬ 
ting lower grades than expected. 
In fact, since eight students in the high achievement group 
had higher actual GPA scores than expected, and ten students in 
the low achievement group had actual GPA scores lower than 
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expected, it is apparent that many (32% of the 25) in the high 
group were over-achieving, while many (40% of the 25) in the low 
group were under-achieving. The only exception was the one stud¬ 
ent in the low achievement group (#17) whose actual GPA score of 
2.31 was significantly higher than the expected score of 1.81. 
A comparison of the actual and expected GPA scores with 
the Survey results in each achievement group produced some con¬ 
sistent patterns regarding the relationship of achievement with the 
perception of parent involvement. The comparison of the Survey 
results and actual GPA for each student in the high achievement 
group showed that achievement stayed high (3.33-3.91) regardless 
of the considerable differences in perceptions of parent involve¬ 
ment. For example, the student in that group who reported per¬ 
ception of the highest parent involvement (1.3) had a GPA of 3.66, 
and the student reporting the lowest parent involvement (3.2) had 
a GPA of 3.43. 
Survey 
HI Actual GPA 
Figure 4.9 Actual GPA/Survey Comparison: 
High Achievement Group 
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The comparison of the Survey results with actual GPA scores 
(1.47-2.31) for each student in the low achievement group yielded 
similar results. 
Figure 4.10 Actual GPA/Survey Comparison: 
Low Achievement Group 
In both cases, achievement remained within its respective 
high or low ranges, regardless of the perceived levels of parent 
involvement reported by each student in the Survey. For example, 
in the high achievement group, student #20 reported perceptions of 
very high parent involvement (1.4), had an actual GPA of 3.33 and 
an expected GPA of 3.04. In that same group, student #19 reported 
perceptions of the lowest parent involvement in the group (3.2), 
had an actual GPA of 3.43 and an expected GPA of 3.70. Since in 
neither case was the difference between the actual and expected 
GPA scores significant, it could be concluded that each student 
was achieving to ability even though their individual perceptions of 
parent involvement were at opposite extremes of the scale. 
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The same was also the case in the low achievement group. 
For example, student #6 reported perceptions of the highest parent 
involvement in the group (1.6), had an actual GPA of 2.05 and an 
expected GPA of 2.12. Student #11 reported perceptions of near 
the lowest level of parent involvement for that group (2.7), had an 
actual GPA of 1.51, and an expected GPA of 1.72. However, stud¬ 
ent #16 in this achievement group reported perceptions of the low¬ 
est level of parent involvement (3.5), had an actual GPA of 2.03, 
and an expected GPA of 2.72. The difference of -.69 is significant 
and indicates that the student, who perceived parents as involved 
between “seldom” and “almost never,” was not achieving to ability. 
When each student’s expected GPA was compared with the 
responses to the Parent Involvement Survey, some very different 
patterns emerged, especially in the low achievement group. With a 
few exceptions, the high achievement group’s expected GPA scores 
remained close to their actual GPA scores, regardless of their per¬ 
ceptions of parent involvement. 
Survey 
Expected GPA 
Figure 4.11 Expected GPA/Survey Comparison: 
High Achievement Group 
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Eight students in the high achievement group had actual 
GPA scores significantly higher than expected, but the remaining 
seventeen students were achieving within expected ranges. In the 
low achievement group ten of the twenty-five students had expect¬ 
ed GPA scores significantly higher than their actual achievement, 
with only one in the group achieving beyond expectations. 
Survey 
9 Expected GPA 
Figure 4.12 Expected GPA/Survey Comparison: 
Low Achievement Group 
In either case, whether the actual or expected GPA scores are 
compared in this way with the Survey results, the findings from 
the analysis of the quantitative data indicated that there appeared 
to be no significant relationship between student achievement and 
student perception of parent involvement. 
Qualitative Data: Review and Analysis 
This section of the study is designed to present the qualita¬ 
tive data as collected in the form of student, parent, and teacher 
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interviews and in the student responses to the two open-ended 
questions on the Parent Involvement Perception Survey. The inter¬ 
views (ten students, ten parents and seven teachers) were con¬ 
ducted primarily during the school day in the middle school from 
which the study population was drawn. Three parent interviews 
took place in the homes of the participants in the early evening. 
The two open-ended questions were answered by all fifty student 
participants in the study as part of the Parent Involvement Percep¬ 
tion Survey. 
The selection of the students to be interviewed was made 
purposefully to involve an equal number of both high and low 
achieving students based on grade point averages as described in 
Chapter III. In addition, an effort was made to balance the selec¬ 
tions by making them both ethnically and gender equitable and by 
interviewing single parents in proportion to their numbers in the 
total population. This selection process was described in detail in 
Chapter III. 
The interviews were standardized and consisted of six open- 
ended questions, although a seventh was added to the last five 
student interviews to reflect one question in the parent and 
teacher interviews. All interviews were tape-recorded and took 
place face-to-face with the researcher, each lasting approximately 
thirty minutes. Parent interviews were paired with the interviews 
of their children, with most of the parent interviews scheduled 
first, in the event that a parent refused and another parent-child 
pair had to be selected. 
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The interviews were designed to expand the data gathered 
through the Survey by giving a selected group of the participants 
an extended opportunity to allow their perceptions to unfold in a 
comfortable, more natural way. Most important in this regard 
were the students, all of whom had already shared through the 
Survey their perceptions of the types and levels of parent involve¬ 
ment in their own experiences. Parent and teacher perceptions 
were recorded only through the interviews. 
Five of the interview questions, although worded specifically 
in the interviews for each group (Appendices F, G, H), were 
designed to gather essentially the same information from three dif¬ 
ferent perspectives (Students, Parents and Teachers). The ques¬ 
tions, reworded more generally for this review, follow: 
1. What do parents do or say to encourage their children to 
work hard in school to get the best grades they can? 
2. What could parents do or say that might encourage their 
children to work hard in school to get the best grades 
they can? 
3. What could teachers do to help parents help their child¬ 
ren to get better grades in school? 
4. What value do you place on parent involvement in the 
education of their children? 
5. Do you think that teacher expectations for individual 
student achievement affect student motivation and 
actual achievement? If so, why/how? 
The sixth question for teachers asked what they thought 
building or system administrators could do to help parents help 
their children achieve better in school. The remaining questions 
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for students and parents asked them to describe their individual 
perceptions of the level of achievement of the interviewed students 
and to determine if they believed they could do better. 
The one question that all three groups responded to in the 
same way, without exception, was that which asked how they 
valued parent involvement in the education of children. Everyone 
agreed that parent involvement was good and desirable for reasons 
best described in their own words (letter designations identify par¬ 
ent-child pairs): 
Students: 
D. ... I, like, enjoy when my mom gets involved with my 
schoolwork, y’know. It shows she’s, like, paying attention, 
she cares . . . I’m not sure I would do worse if she didn’t 
praise me . She always has. I would imagine I probably 
would do worse. 
E. ... I think it’s pretty good, actually ... I think it’s kind 
of neat for your parents to, like, get involved. Sometime it 
can be a little embarrassing for some kids, but I believe if 
your parents get involved it might help you to learn ... I 
think it would be different if my parents didn’t show the 
interest. I may not do as well in school because of it. 
I. ... If he wasn’t interested, I don’t think I’d be getting the 
grades I’m getting . . . ‘Cause if he didn’t care there would be 
no sense, , well, there would be sense in getting good 
grades but not as good as I’ve been getting. 
J. It’s important 'cause I get to know them and how they 
were at my age . . . Well, they can help me and stuff. 
Parents: 
B. I think it’s extremely important that a parent be 
involved. My experience ... is that your child has no 
advocate but the parent. . . I’ve seen other children whose 
parents aren’t involved, and they’re just passed along in 
the stream. As a parent you have to really monitor where 
they’re going and their progress. 
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D. I think eveiy parent should be involved. And I think 
they should really pay attention to what’s going on in 
school . . . It’s always good to be involved. 
E. I know there are other people more involved in the 
school than I am. But as being involved in his life, I 
think I am very involved. I think if the kid knows you’re 
there somewhere behind them looking for what’s best for 
them, they do tend to work harder and be more productive. 
F. Extremely high. Extremely high. These kids have got 
to have . . . parameters. Oh, definitely. I mean, I wouldn’t 
even think . . . Whenever she has trouble with her homework 
... I can usually help her. 
H. Oh, ya. One hundred percent yes. 
J. Well, I think that it’s very important for me, for us that 
he can be a good guy, a good man. I think if he can go to 
college after high school, that’s good for him. So, it’s a 
big value. 
Teachers: 
A. I think it has to be a hundred percent. . . The kids who 
seem to care more are the kids whose parents do care. And 
they check homework. They want to know what’s going on. 
B. My personal feeling is that parents who give children 
what they need to be happy and well-adjusted and who 
offer continual kind of general, positive support, always 
reminding their kids that they love them and they think 
they can do anything that they want and they will help 
them if they can ... I think actual academic success is 
based on (this). 
C. ... I think it’s a very rare child that will overcome a 
parent that’s not involved . . . The children’s value of 
education is generally how they see their parents valuing it. 
D. ... I think it should be a very active involvement with a 
sensitivity to where a child is developmentally and socially 
. . . Many parents can’t be involved actively as far as partic¬ 
ipating in school councils or things like that, but I think 
the child needs to know that if there is an educational 
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issue, that is going to come in front of other things. They 
need that kind of support. 
E. I think it’s immeasurable. No matter what end of the 
spectrum the child is at, the value for their education, I 
believe, is going to start in the home . . . the kids that 
we get very frustrated with that have the ability that aren’t 
working, it’s usually because the parent is not involved . . . 
and they’re looking at us to do everything. 
F. I place a high value on it. I think it’s very important. 
I can single out the children whose parents have no 
involvement at all because they don’t seem to perform. They 
don’t have any push to perform at home ... a parent that 
gives some structure and some level of expectation has a 
child that generally performs at school. 
G. I think it’s crucial . . . Although it’s never to late to start 
from the parents’ point of view, it’s often more believable 
from the kid’s point of view if it starts early on ... I think 
the parents give that message to the kids by what they do. 
From the students’ point of view, seeing their parents 
involved in their lives, generally, and in their school work, specifi¬ 
cally, meant parents were paying attention to them, were inter¬ 
ested in what they did, and cared about them. As Student A put 
it, “when my mom gets involved ... It shows she’s, like, paying 
attention, she cares.” Further, nearly all students interviewed saw 
a relationship between that involvement and their willingness to 
work harder in school to get good grades. Student I spoke directly 
about the meaning of that relationship for him: “If he wasn’t inter¬ 
ested, I don’t think I’d be getting the grades I’m getting.” 
Parents all said they believed their involvement was 
extremely important and offered a variety of reasons. Parent B saw 
her role as an advocate, making sure her child didn’t just get 
“passed along in the stream.” But Parent E had a wider view of 
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involvement, seeing herself as “very involved” in her son’s life in 
general and concluding that children “tend to work harder and be 
more productive” when they know “you’re there . . . looking for 
what’s best for them.” Parent F felt she needed to establish 
“parameters” for her child and help her “whenever she had trouble 
with her homework.” The remaining parents expressed the belief 
that their involvement was very important, but for more general 
reasons, though no less important than doing well in school. For 
example, Parent J viewed his involvement as having “a big value” 
and was important for him as it might contribute to his son’s 
becoming “a good guy, a good man.” 
Teachers were unanimous in their expressions of support for 
the involvement of parents and for the importance of that involve¬ 
ment in the academic success of their students. They were also 
consistent and firm in their belief that their most successful stud¬ 
ents were those whose parents they could easily identify as being 
involved. As the teachers saw it, that involvement meant parents’ 
caring, supporting and loving their children and conveying that, as 
Teacher D put it, “if there is an educational issue, that is going to 
come in front of other things.” But, in regards to the importance 
of involvement generally, Teacher C expressed it most succinctly: “I 
think it’s a very rare child that will overcome a parent that’s not 
involved.” 
When asked in the first interview question about what their 
parents actually did to be involved in their educations, the stud¬ 
ents were reasonably consistent in their responses. All students 
interviewed said that parents encouraged them in a variety of ways, 
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mostly through their words. Student E’s response was typical: 
“My parents usually encourage me to get the best education I can . 
. . They tell me not to put things off. They keep me on track.” 
Student G had a similar response about her mother’s encourage¬ 
ment: “Well, my mom, she really pushes the issue of education - 
that you need a good education . . . she pushes me along.” One 
student viewed his father’s encouragement in more specific terms: 
“He encourages me to tiy and make the honor roll” (Student I). 
Student B didn’t think any encouragement was really neces¬ 
sary because he (and his parents) saw it as his responsibility to do 
well in school. “They don’t really do much because they know . . . 
that I’m responsible enough to get it done.” He went further to 
explain why he was motivated to work hard in school: “They’ll be 
happy when I get a good grade, so I want to make them happy.” 
Other students had different reasons for wanting to do well 
in school - either to be rewarded or to avoid punishment. Student 
D felt encouraged by the possibility of rewards from her parents: 
“Sometimes when I get better grades my parents take me out to 
supper or my mom will, like for every ‘A,’ let me rent a movie or 
have a friend over.” Student G had at least one reward to encour¬ 
age him: “If I get an A he’ll (father) take me out to eat.” Student 
F, though, had little to encourage her in this regard: ‘They usually 
say they’re going to take things away from me . . . They just say if I 
don’t do well in school they will take away the TV . . . They don’t 
give me stuff if I do well.” 
When it came to actual physical help, nearly all the students 
were able to identify one or two specifics of their parents’ involve- 
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ment, usually in the areas of homework or projects. Student G 
spoke of receiving help from her mother in both areas: “Well, if I 
have any problems, like with homework, she helps me . . . Whe¬ 
never I need to do a project she helps me out with that. She gets 
stuff for me when I’m doing, like, research and stuff.” Receiving 
help with projects was the most commonly cited form of active par¬ 
ent involvement: “My mother might help me if I’m doing a back- 
board or a model” (Student B). “Usually my step-father helps me 
with my projects and my mom will, like, go over the reports” 
(Student D). “Well, before when I had to do a social studies pro¬ 
ject on countries they helped me. I did one on Puerto Rico. My 
father and me, we’re both Puerto Ricans” (Student H). 
Help with homework was also cited, but far less frequently: 
“They ask how much homework I have, and they try to help me if I 
have problems with it” (Student E). “He (father) helps me with my 
homework a lot. Sometimes he helps me with language, because 
I’m not that good in language” (Student I). “Every time when I get 
homework . . . they try to help me when they can” (Student J). 
Several students mentioned homework as something parents 
checked to make sure it was done: “They ask me about my home¬ 
work, and I have to do it before I go anywhere” (Student D). “Well, 
as soon as I walk in the door my dad always says, ‘Do you have 
any homework?’ That’s the first thing out of his mouth, and I 
have to go and do my homework, if I have any homework” (Student 
G). 
Only one student mentioned preparation for college as a 
topic of discussion and encouragement with parents (Student A), 
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but several spoke of trips and vacations they had taken with their 
parents, which they viewed as support for and a source of encour¬ 
agement in their educations. Student E had several such experi¬ 
ences with his parents: “ . . . my mom . . . has gone on field trips 
. . . Once was to the Museum of Science and the Aquarium was 
one. We’ve also gone by ourselves, my family, to those places. We 
went down to Washington last year - Virginia - Pennsylvania. We 
hit some of the battlefields. We went to Williamsburg. I like his¬ 
tory, so that was educational.” Student B spoke of a similar trip 
with his parents as an educational experience: “When we went to 
Washington, D.C. . . . I’d just go see everything they wanted us to. 
Like what’s in the Smithsonian. I liked the Capitol Building.” 
Parents said that what they did the most to involve them¬ 
selves in their children’s educations was to encourage them, 
mostly through their words, but also through their behavior and 
example. Parent D repeated the words she used in urging her 
daughter to work hard in school: “You want to got to college. You 
want to become somebody. You want to do something with your 
life. So you’ve got to go to school, and you’ve got to get good 
grades.” Connecting earning power and the success of others to 
school achievement was the approach used by Parent I to encour¬ 
age his son: “There’s an old saying, The more you learn, the more 
you earn.’ That’s basically it ... I have friends of mine who’ve 
really done well, and he gets talking to them about different colleg¬ 
es, and I think that motivates him a lot. He sees them doing well, 
and he’d like to do well.” But Parent J saw himself as the most 
important example for his son, saying, “The best thing I think I 
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can do is get a good job, work hard, and be a good example for 
him.” 
Parent B agreed with her son’s perception that it was his 
responsibility to do his school work and that he needed little 
actual parental encouragement or direct involvement. “ . . . he’s 
fairly responsible as far as his own work is concerned, so my job I 
feel is just to check up on him to make sure . . . that he’s allowed 
himself enough time to complete projects and do his homework.” 
Although student E said, “My parents usually encourage me to get 
the best grades I can,” his mother saw him as needing little 
encouragement to do well in school, and, in fact, often needed to 
be encouraged to relax: “He’s the type of kid who’s pretty self- 
motivated ... He sets his own agenda ... a lot of times we tell 
him to relax and don’t get so worked up over it . . . he’s self- 
motivated to the point that he can almost be fanatical sometimes” 
(Parent E). 
Although two students said they received rewards from their 
parents for doing well in school (one in each achievement group), 
not one parent reported this in the interviews. One student in the 
low achievement group (Student F) said that her parents punished 
her for not doing well in school, and one parent (Parent G), whose 
daughter was also in the low achievement group, revealed her use 
of this approach: “If we get a report that she has not done her 
homework, she is not, y’know, doing things she’s supposed to be 
doing . . . we take privileges away.” 
Only a few parents said they saw the need to regularly 
involve themselves directly with their children’s school work. How- 
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ever, most of those interviewed said it was important for them to 
regularly check on their children’s progress. Parent A, for example, 
whose son was near the top of his class, said, “Every day when he 
comes home, I ask him, ‘Did you finish your homework? ... If you 
didn’t . . . let’s start to do it right now.” Parent C, whose daugh¬ 
ter was also in the high achievement group, said that she did the 
same: “The first thing I do with her is when I pick her up from 
school I ask her whether she has her homework or not, and if she 
says she doesn’t, I ask why. And if she says she did, then I make 
sure she does it even before she does anything else.” A student’s 
level of actual achievement didn’t seem to matter when it came to 
checking homework. Parent I, whose son was in the low achieve¬ 
ment group, said he at least tried to do much the same as that 
reported by the parents whose children were achieving at higher 
levels: “When he does his homework, I try to check it every night, 
make sure he does it and everything.” 
No parents spoke of family trips or experiences outside of 
school intended to supplement and enhance specific in-school 
learning. However, Parent D told of her daughter’s involvement in 
a family activity which probably had a generally positive effect on 
her more formal learning experiences: “We teach in schools . . . 
native American culture. We do native American pow-wows on 
weekends. We’ve been doing it since (she) was real little . . . which 
helped her get over being shy in any way . . . and it’s also taught 
her that it’s good to teach other people our culture.” 
Except in a few instances, teachers were unable to identify 
specific examples of parent involvement with their students. Most 
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talked only in general terms about the issue, although some 
thought they saw at least the results of that involvement. Teacher 
D, for example, said, “When they do presentations . . . sometimes 
you hear how parents have worked actively gathering materials, 
helping kids to get things ready.” The only other teacher to iden¬ 
tify any concrete involvement was Teacher C who said that she saw 
involvement in “comments that I’ve received on things like progress 
reports.” 
Not only did teachers not identify specific examples of 
involvement, but they felt that there really was not much to identi¬ 
fy. After making the distinction between positive and negative 
involvement, Teacher B concluded, ‘The majority of parents I don’t 
think are involved in any real way.” General estimates of the 
degree of parent involvement in the teachers’ experience with this 
group of students ranged from “minimal” (Teacher G), to “It’s a 
small percentage” (Teacher C), to “half’ (Teacher F). 
At least two teachers made the distinction between what 
parents say and what they actually do. ‘There are a number who 
give lip-service and then don’t do anything” (Teacher F). Express¬ 
ing a similar view, Teacher A said, “The people that give the 
impression that they’re involved, it’s only, like, talk. There’s no 
follow-through.” However, at least one teacher took some respon¬ 
sibility for this: “On my part, it could be partly my fault because I 
don’t invite them as often as I probably could” (Teacher C). In 
looking for an explanation for this teacher’s atypical view in this 
instance, I considered the possibility that she may have had less 
experience and, consequently, less time to become cynical. Howev- 
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er, since the average teaching experience in this group was just 
over twenty-one years, and Teacher C was in her twentieth year at 
the time of the interview, this clearly was not the case. One possi¬ 
ble explanation could be that she simply had had a more gratifying 
career with more positive interactions with parents than her col¬ 
leagues, although there is no evidence to support this conclusion. 
Some teachers talked of what they saw as the relationship 
between parent involvement and student achievement for both 
high and low achievers. Teacher E, for example, saw it from both 
ends of the achievement scale: “ . . . for the most part, the parents 
that are involved, their kids are doing well . . . What I’ve seen is 
the kids that are the most needy, the parents are not involved . . . 
what we need is more involvement of parents whose kids aren’t 
doing well.” Teacher D said simply, “Students do need and want 
their parents’ help.” 
When asked in the second interview question what parents 
could do to be more involved that they were not doing now, stud¬ 
ents and parents were both unable to identify many concrete possi¬ 
bilities. In fact, several students felt that there was not much 
more that their parents could do and that they were involved as 
much as they could or should be already. Asked if his parents 
could do more, Student B said, “Not really that much. I have what 
I need.” Student E felt the same way and, in a somewhat defensive 
tone, offered some reasons for his feelings: “They already do a lot. 
Honestly, they help us when we need help . . . they’d have to 
maybe cancel a day of work ... to go on a field trip . . . They’re 
doing the best they can, and I think it’s a pretty good job.” 
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A number of parents said they saw the same thing from their 
perspective. When asked if she could do more to involve herself in 
her daughter’s education, Parent F said, “No. I don’t think so. I 
think this is something she has to do herself.” Parent C, whose 
daughter was in the high achievement group, thought there was no 
more she could do: “ ... I don’t think any other thing I can do 
would encourage her . . . From what I see, there’s not anything 
that I really can do to make her, y’know, do more than she already 
does.” Parent B agreed with her high achieving son: “He knows 
exactly what he has to do to get good marks, and he’s just not the 
type of person to go beyond that.” 
Two students saw their parents as being more involved than 
they wanted them to be and expecting more of them than they felt 
was realistic: “I think they over-encourage me to get good grades, 
'cause if I don’t get the grade that they want, they’ll keep on talk¬ 
ing to me, telling me to get good grades ... I tell them that I do my 
best, and that’s how it is. And they expect me to do better” 
(Student A). “Sometimes when I get, like, a 77, like, on an algebra 
test? I think that’s really good. But to her (mother), she’s kinda 
like expecting a 90. But only figure half the class failed or some¬ 
thing? She still doesn’t see it as really good . . . “ (Student C). 
Some parents responded to their sense that too much 
involvement in the form of oral encouragement and other overt 
attempts to motivate their children might have negative results. 
Parent E, whose son was in the high achievement group, said she 
was, in fact, attempting to lower the intensity of her involvement: 
“Well . . . like I said, he’s kind of a self-motivated kid . . . So, actu- 
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ally the last couple of years we’ve been trying to get him more laid 
back and enjoy it rather than add stress on himself.” Another par¬ 
ent saw the level of her involvement changing in relation to her 
son’s becoming more mature and responsible: “I think about, , 
probably sixth grade and sixth and seventh grade that he assumed 
a lot more of the responsibility for his own work, and I could back 
off a little” (Parent B). 
Only two students thought that their parents could do more 
to be involved, if only in a general way: “I don’t know. I guess that 
my stepfather could be more attentive . . . cause my mom is” 
(Student D). “Maybe spend more time with me and my school 
stuff’ (Student J). 
After searching her thoughts for what more she could do, 
Parent G expressed concern about wanting to do more to reward 
her daughter: “I’d love to be able to do more of what she’d like to 
do. Y’know? Like going on trips and things like that. Tloiow, if 
she did well. She likes to be rewarded.” But parent J said aloud 
what many parents probably silently felt at the end of their work 
day: “Sometimes I check his homework. I check what he did in 
school. But I want to be honest with you. Sometimes I come 
home from work very tired and want to sleep.” 
Although students and parents offered few suggestions for 
improved parent involvement, teachers, on the other hand, offered 
many. Some of their suggestions were very specific: “I think they 
could check homework on a daily basis . . . read with them, talk 
with them . . . take them to the theater” (Teacher F). “Check what 
the child’s doing every day. Family group things like supper talk 
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about what’s going on in school” (Teacher C). “Taking children to 
places where they could be stimulated . . . like museums and 
things like that” (Teacher B). 
Many of the teachers’ suggestions, though, were less con¬ 
crete and involved parent behaviors, role modeling, and setting a 
tone: “I think the most important thing is to show some interest” 
(Teacher E). “Be there as that support . . . That gives the message 
to the kid that ‘this is important enough to spend my time’” 
(Teacher G). “I think probably one of the things they can do is set 
up some values for later on ... I don’t think parents are really sit¬ 
ting down and giving the kids any values” (Teacher A). “I think as 
with teaching you need to be a role model ... I think definitely be 
supportive” (Teacher D). 
Interview question three asked what the participants 
thought “teachers could do to help parents help their children get 
better grades in school.” Students initially responded with sug¬ 
gestions to improve parent-teacher communication: “I think they 
should kinda, like, inform parents, like, every month how their 
kid’s doing. Like, so that they will know what they might need 
help in so that the parents could try to help them . . . “ (Student 
C). “ . . . they send out progress reports to tell us what our mid¬ 
term grades are. I think they should tell us how we did on our pro¬ 
jects, and they could ask them (parents) about meeting and stuff’ 
(Student A). “ . . . like, usually kids who don’t behave get progress 
reports. But if everyone got progress reports ... so that parents 
didn’t dread it when it came . . . They’d be, like, ‘Oh, let’s see how 
they did,’ rather than just assuming that it’s terrible” (Student D). 
91 
A few students had no suggestions for what teachers could 
do to help parents: “I don’t know” (Student F). they might sug¬ 
gest - I’m not sure” (Student I). “I have no idea” (Student G). 
However, when asked specifically what they thought about teach¬ 
ers giving assignments that required parents to be involved, most 
reacted positively: “I would sorta like it 'cause my parents would 
know what I do and how they could help me” (Student A). “Yea, 
because . . . some parents are not always there with their children. 
So that part they have to be” (Student G). “ . . . I’d say it would 
be an interesting experience” (Student E). “Yea, probably, 'cause, 
y’know, they could get involved, and they would know what the 
child was learning about and how they’re doing, and then they 
could do whatever they can do to help them” (Student B). 
Some students remembered at least one project actually 
assigned during the school year which required their parents to 
participate: “Well, we did a family tree in health earlier this year 
and we, like, had interviews with people in our houses ... It was 
neat to see actually how many people I had in my family” (Student 
D). “We did an interview in health, and I needed to ask him 
(father) about, like, his father, his mother - my grandfather and 
grandmother ... I learned things about my grandmother and 
grandfather I really didn’t know” (Student I). One student 
recalled both the family tree project and a similar project from an 
earlier grade: “In the sixth grade my teacher had us do a biography 
of a relative ... so I interviewed my grandfather ... I did a biogra¬ 
phy on him ... In health we had to do a family tree on health and 
family diseases we might inherit. And I’ve had to call up my rela- 
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tives ... it was an interesting experience to call relatives to get 
some information” (Student E). 
Except for their views on improving communication with 
teachers, parents responded to the question about what teachers 
could do to help them help their children in a more varied and less 
consistent way. Parent A saw the need for more homework: 
“Teachers should . . . give a lot more homework for them to do. 
More homework is a good idea.” Parent J had a problem not 
uncommon to those in the Hispanic community: “Well, I think 
they have to make meetings so that Spanish speaking people will 
be able to understand what is going on. I think that’s a big prob¬ 
lem. I remember I was at a night meeting and they were talking 
about many things. I understood some things, but my wife didn’t 
understand anything.” Parent B saw the need for teachers to give 
better directions to their students on how to select and complete 
their projects: “I think if the teachers . . . give them more ideas . . 
. steer them in the right direction . . . It’s a how to get things done 
approach.” 
When the question of teachers assigning projects requiring 
parents to be involved was raised, except for one, parents were less 
positive than their children: “That’d be good. He did a thing on 
dogs recently, and we took him down to the dog pound, and he 
interviewed the dog officer. That was exciting for him as well as 
us. We all learned something” (Parent I). “I think that’s ok, but I 
don’t think it should be done on, like, a regular basis” (Parent D). 
“I’ve talked with people . . . parents who were very frustrated when 
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they were supposed to help their children, and actually, in a lot of 
cases, the children know more than the parents” (Parent B). 
If there was any general agreement among parents, it was 
regarding the need for more and better communication between 
them and their children’s teachers: “I think it’s more parent- 
teacher communication, even if it’s through a letter, directly. That 
would be a big help” (Parent D). “I think when a kid doesn’t do 
well in school the teacher should notify the parents and keep at it, 
instead of just letting it go by” (Parent C). “I think sometimes 
their feedback is the most important thing about your child. They 
see a little different perspective” (Parent E). 
Teachers also viewed improved communications as an area 
needing their attention the most, although they wondered aloud 
where they would find the time: “I mean we don’t have time to go 
to the bathroom, never mind to contact parents . . . But it would 
be nice if we could find some time during the day to have parents 
come in and meet with them on an informal basis . . . say an hour 
twice a year” (Teacher A). ‘‘Call home, provide some kind of struc¬ 
ture for a parent ... a daily communication sheet between parents 
and teachers via the child ... I mean I’m assuming this is above 
and beyond what we already do . . . attend conferences, phone the 
parent, send letters, do report cards ...” (Teacher F). 
Teacher G felt that one way to make her communication 
with parents more effective was to be selective: “I guess keep con¬ 
tact with the kids that aren’t doing well. Also occasionally making 
contact with the parents of the kids who are doing well . . . when 
you see that the parent is genuinely interested . . .those are the 
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people I’m going to contact first, because maybe I can have an 
effect . . . “ Teacher E somewhat reluctantly identified one area in 
which her efforts might contribute in helping parents become more 
involved: “Well, I guess it’s our job to make suggestions . . . that 
we think could help them . . . that we’ve seen work in our years of 
experience ... I guess that’s the best we could do.” 
Of all those interviewed, Teacher B was the least optimistic 
when it came to teachers helping parents help their children: “I 
don’t think there’s much we can do. I think parents either have a 
real respect and appreciation for education, or they don’t... I 
think children pick up from very subtle ways how their parents feel 
about education. I don’t think anything we can say to them will 
change that.” 
When asked what “building and/or system administrators 
could do to help parents help their children achieve better in 
school,” teachers generally repeated their concern for better school- 
parent communication: “One thing we’re using . . . are the school 
newsletters. I think that’s really good. I think that really works” 
(Teacher A). “I think one of the things is to have better publication 
of school events and also academic successes . . . They don’t hear a 
lot of the academic success” (Teacher G). “Newsletters that go 
home . . . possibly mailing things home might be a good idea” 
(Teacher C). “Maybe picking out things that work and putting 
them in the parent newsletter” (Teacher E). 
Although in their responses to this question most teachers 
expressed the need for administrators to find ways to develop more 
and better communication with parents, some offered a few other 
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interesting and even creative ideas for administrators to consider: 
“I’d like to see some conference nights that are not teachers’ con¬ 
ferences that administrators might do” (Teacher F). “Sometimes 
you need some open forums, too . . . But I think one of the things 
is that we don’t ask parents what they think” (Teacher A). “I think 
that it might be worthwhile to have some kind of a project that 
showed both children and parents careers and explained what it 
would take for those careers” (Teacher B). “One of the things that 
came up at school council . . . was ... to have a video library 
available to parents who perhaps can’t come in during the day . . . 
and they can see what their child is doing” (Teacher D). 
Two interview questions for students and one for parents 
asked them to describe their individual perceptions of the level of 
achievement of the interviewed students and to determine if they 
believed they could do better. Specifically, the student questions 
were: 
Do you think your grades are the best that they can be? 
Why/Why not? 
Do your parents think your grades are the best that they 
can be? Why/Why not? 
The parent question was: 
Do you think_’s grades are the best that they 
can be? Why/Why not? 
Seven of the ten students felt that their grades were not as 
good as they could have been, and, of those seven, five (in bold 
type below) adso said that they believed their parents felt the same 
way about their grades. Three of the seven who said their grades 
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could be better were in the high achievement group, and four were 
in the low achievement group: 
A. “This term I don’t know . . . I’m more involved in sports 
than I am in school.” 
B. “I mean, I’m happy with what I get, but I could always, 
like, make’em a little better.” 
C. “No. I could do better. I’m pretty happy with, like, most 
of my grades. But certain things, like certain tests I 
don’t really like.” 
F. “Nope.” 
G. ‘They could probably be a lot better.” 
H. “No ... I try, and I tiy hard, but I’m not hying my best.” 
J. “ . . . I don’t think so. I think that I can do better” 
A. “No . . . they think my grades aren’t the best they could 
be ... “ 
D. “Well, my parents push me to do better in, like, basically 
the subjects I’m not getting, like, A pluses in ... “ 
F. “No. They know that they’re not.” 
G. “Probably not. They say they really don’t care about 
grades as long as I tiy your hardest. That’s what they 
say, but I don’t think that’s what they feel.” 
H. “Well, no . . . My mother said that when I get a bad grade 
she’s not happy.” 
I. “He thinks I can do better, seeing how I got a C+. He 
thought that I did better than that.” 
J. “They tell me to do the best I can. They tell me if I can’t 
do it to try harder.” 
Parents split evenly when they were asked if they thought 
that their child’s grades were as good as they could be: 
A. “Yea. I think he’s not the top one, but I think among . . . 
the best.” 
B. “No. He does well . . . but he does just exactly what he 
has to do to get an A, no more . . . “ 
C. “Yes, I think so. Yes, I think she does well.” 
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D. “No. I think she’s quite capable of an A+ . . . It’s mostly 
B’s with an A every once in a while.” 
E. “ . . . he’s an A student ... for the most part he does his 
best, and I think that reflects in his grades.” 
F. “No, because the teachers are telling me that she’s not, 
and I believe them.” 
G. “No . . . she has problems with allergies . . . when she 
goes through these spells . . . things really start breaking 
down as far as her schoolwork.” 
H. “They’re good for me.” 
I. “I think he could do better, I really do. If he puts his 
his mind to it ... “ 
J. “ . . . right now I think that (he) ... is a good guy.” 
Six students were correct in their assessment of their par¬ 
ents’ perceptions of whether or not they were working to their abil¬ 
ity (two yes, four no). Three of the remaining four were incorrect in 
thinking that their parents did not believe their grades were as 
good as they could have been, and one student was wrong in 
thinking his parents believed that he was working to his ability. 
The final interview question asked students and their par¬ 
ents if they thought that what teachers expected individual stud¬ 
ents to achieve for grades affected how hard students might work 
in an effort to get good grades. Students were nearly unanimous 
(nine of the ten) in agreeing that teacher expectations did have an 
effect on how much effort they would put into getting good grades. 
Student A felt certain that high teacher expectations resulted in 
higher levels of motivation in students: “Yea . . . 'cause, like, kids 
get lazy and don’t do the work . . . when they tell you their expec¬ 
tations are high, they’re praising you, telling you to work hard, and 
then it will motivate you to do better in school.” Student B agreed 
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and described his view in more personal terms: “Yea, 'cause if the 
teacher thinks I’m capable of getting that grade, then I know that I 
am, and I can work hard for it ... if they think I can, I guess, if I 
try, then I can.” Student I had an actual personal experience from 
which to draw his response to the question: “I think so . . . my 
teacher is Miss_, and she encourages me sometimes . . . 
she’s, like, ‘good job,’ 'cause I always participate in class, so she 
always tells me, ‘good job’ and stuff. It encourages me to do 
better.” 
Parents, on the other hand, were a little less certain. Only 
four of the parents interviewed said that they believed that teach¬ 
ers’ expectations affected the level of motivation of their children 
in working for better grades: “Oh, definitely. Definitely . . . And I 
see that as the teacher’s job to really encourage the children to do 
more” (Parent B). “I think so. I think it makes a difference” 
(Parent C). “I think it has a big effect” (Parent I). “Yea, of course. 
If the teacher expects the students ... to work hard, it’s because 
they want something good for them. If they make good students, 
it’s because they are good teachers. It’s like a mirror. If I see 
myself in a mirror, I can see how I am . . .So, they can use stud¬ 
ents like a mirror” (Parent J). 
Most parents were either unsure or simply did not think that 
it mattered: “No. Like I said, (she) needs to feel that the teacher 
likes her. OK? The expectations of one teacher - if she feels that 
the teacher does not like her, she’s not going to do anything for 
that teacher” (Parent G). “I think that most teachers expect every 
student to do well in school ... I think that if the teacher forces 
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the student ... I think it doesn’t affect the student” (Parent A). 
Actually, I don’t know ... If the teacher said it with a positive atti¬ 
tude” (Parent D). “Well that’s a good question. In my opinion . . . 
the teacher has a job, and they try to do the best for the kids . . .” 
(Parent H). 
All seven teachers interviewed said that they believed teacher 
expectations for individual student achievement affected student 
motivation and achievement in the classroom. Teacher F was the 
most emphatic: “Oh, yes. Absolutely. Yes. Yes. I think children 
that hear that they’re stupid and dumb behave in a stupid and 
dumb fashion, and those that are told they have a brain and can 
use it generally do. They all have a brain ... If they’re encouraged 
to use it constructively, they usually do.” Teacher G focused on a 
particular type of student in her response: “ . . . the way a teacher 
can have an impact, a positive impact, is to try to turn things 
around for kids who have always seen themselves as not successful 
and provide them with opportunities to prove that they can be suc¬ 
cessful.” Teacher B agreed and described how she practiced con¬ 
veying positive expectations in her classroom: “Oh, I think so . . . 
I always tell kids that I know they can do it. For example, when 
the algebra kids are going to take the mid-year exam, I tell them, 
‘Don’t worry about it. You’re going to be great.’ And they are, as a 
rule ... I think that that has a real impact.” 
Two teachers spoke of standards as part of how teacher 
expectations affect student motivation and achievement: “I really 
think the standards . . . are very important... I believe every kid 
can do a certain amount of what we re expecting” (Teacher E). 
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“Yes. High standards of quality work ... I think my students 
achieve what I expect of them ... if I always expect quality work 
. . . each of them wants to do a better quality work than the oth¬ 
er” (Teacher C). Teacher A, however, while agreeing with the effect 
of teacher expectations in relation to student motivation and 
achievement, was a little more cautious in the application: “I think 
you can set up an expectation that they can live up to if you’re 
careful in how you say it. You have to be careful who you say it 
to.” 
Overall, teachers and students agreed that teacher expecta¬ 
tions for student achievement did affect how hard students might 
work to achieve better grades. Some parents agreed, but only in 
less than emphatic terms. Most were either uncertain or simply 
did not believe that teacher expectations made any real difference 
in student motivation and achievement. It is understandable that 
parents would not know how teachers felt in this area. However, it 
is difficult to understand how they could not know that, for their 
own children at least, what teachers expected was very important 
and, in the students’ view, did make a difference in how hard they 
might work to achieve better grades. 
The first two interview questions asked of the ten selected 
students were also asked of the total study population (N=50) as 
open-ended questions P and Q on the Parent Involvement Percep¬ 
tion Survey (Appendix A): 
P. What things do your parent(s) do or say that make you 
want to work hard in school to get the best grades you 
can? 
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Q. What things could your parent(s) do or say that might 
make you want to work harder in school to get better 
grades? 
The tallies below indicate the frequency of the general 
responses to Question P in each achievement group: 
Table 4.11 Responses to Question P: High Achievement Group 
1. Encouragement: Try/Do my best, 
Build confidence 12 
2. Encouragement: Get into a good college 8 
3. Stress the importance of education 7 
4. Act like they care 3 
5. Reward me for good grades 4 
6. Punish me for low grades 2 
7. Help me with my work/ Provide resources 4 (40) 
Table 4.12 Responses to Question P: Low Achievement Group 
1. Encouragement: Try/Do my best, 
Build confidence 7 
2. Encouragement: Get a good job when I grow up 6 
3. Stress the importance of education 1 
4. Reward me for good grades 3 
5. Punish me for low grades 5 
6. Not involved 1 (23) 
While the responses to Question P were similar in many 
respects, the frequency of specific responses varied in each achieve¬ 
ment group. The data from both groups, however, supported the 
findings reported earlier in this study that parents most frequently 
involved themselves by encouraging their children through their 
words in a variety of ways. Thirty of the total forty responses from 
the high achievement group identified the students’ perception of 
this encouragement (Responses 1-4). Typical were these: 
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“They encourage me to do well . . . they are patient. 
They know that I’ll try my hardest to do well.” 
“My parents act like they care about my grades. They 
also say stuff like ‘you can be anything you want to be 
if you try hard enough.’” 
“My parents are always interested when I have school 
assignments due . . . and offer help when I want.” 
“My parents make me feel confident and encourage 
me to do the best I can.” 
“They say that all my grades will affect my future 
and I need good grades to get into college and 
start my career. I think that they really want me 
to do well.” 
The low achievement group answered similarly in fourteen of 
their total of twenty-three responses (Responses 1-3). The types 
and focus of their experiences, however, were somewhat different: 
“All my parents say is that I should try my best and 
they will be happy.” 
“My parents say that if I don’t work hard in school 
or try to get good grades then I won’t be able to 
find a good job later on in life.” 
“My mother usually just tells me to try my best in 
school and that I have to study harder.” 
‘They say if you work hard you can do what you 
want in life.” 
“My parents say that if I do really good in school and 
try my best, I can get a good place in life and make 
lots of money ...” 
Both groups saw themselves as rewarded by their parents for 
good grades in about the same numbers, but the low achieving 
students reported more frequent punishment for low grades. It is 
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interesting to note that students in the high achievement group 
reported parental encouragement to do well in school to get into a 
good college, while those in the low achievement group reported 
encouragement to do well in school to get a good job. This may 
indicate that, even as early as grades seven and eight, some par¬ 
ents have already made up their minds regarding the probable 
futures of their children. 
The responses to Question Q revealed a much wider disparity 
between the achievement groups than did their responses to Ques¬ 
tion P. Although the high achievement group made about as many 
different suggestions for increased parent involvement in their edu¬ 
cations as did those in the low achievement group, nearly half of 
the high achievers thought that their parents were already doing 
enough, as indicated in the following table: 
Table 4.13 Responses to 9uestion 9: High Achievement Group 
1. Could encourage me more 6 
2. Nothing more they could do 13 
3. Could help with study habits 1 
4. Could reward me for good grades 1 
5. Could believe in me more 1 
6. Could avoid expecting too much 1 
7. Could know more about what I do 1 
8. Could respect me and my dreams 1 
9. Could let me decide what I want to do 1 
Repeated What Parents Already Do 2 (28) 
No Response 1 
Although a large percentage (46%) of the high achieving 
students reported the perception that their parents were already 
involved enough, a very small percentage (9%) of the low achievers 
had the same view. Table 4.14 presents that dramatic difference as 
well as the similarity in suggestions for increased involvement. 
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Table 4.14 Responses to Question Q: Low Achievement Group 
1. Could encourage me more 2 
2. Nothing more they could do 2 
3. Could help with work/homework 3 
4. Could reward me for good grades 4 
5. Could punish me for low grades 1 
6. Could make sure I do my work 1 
7. Don’t want parents to say/do anything 1 
Repeated What Parents Already Do 8 (22) 
No Response 2 
Several of the responses to Question Q by the students in 
the high achievement group dealt with their relationships and 
interactions with their parents and changes they would like to see 
take place in those relationships. One student said, “If they would 
just give me my privacy and space, I’d concentrate harder and bet¬ 
ter on my work. If only they’d respect me and my dreams.” 
Another student wanted less parental direction and different 
expectations: “My parents . . . shouldn’t expect me to be what they 
want me to be and let me decide what I want to do.” A third stud¬ 
ent simply wanted more parental awareness: “My parents could 
always tell me how I’ve made progress and could learn more about 
what I do and things I see during school.” Most students in this 
group, however, responded as did this boy who felt his parents were 
already doing enough: “My parents don’t have to say or do any¬ 
thing else, because they help me enough so that I work harder in 
school.” 
The largest single number of students in the low achieve¬ 
ment group answered Question Q merely by repeating what they 
thought their parents were already doing to be involved in their 
educations. However, four students thought that their grades 
105 
might be better if their parents rewarded them for good grades, 
while one student said he thought that punishment (“Take away 
my allowance or ground me”) might help him improve his grades. 
One girl believed that a parental warning would be encouragement 
enough for her: “They could say that when I grow up I’m gonna be 
flippin burgers and saying would you like fries with that and then I 
would try my very best to get good grades.” 
Six of the twenty-two who responded to this question in the 
low achievement group said they wanted more encouragement and 
involvement, especially with help and guidance in their school 
work. Two boys’ responses were typical of this group: “My parents 
could sit with me and make sure that I do all of the work that is 
assigned.” “They could ask me more about my work and help me 
more.” 
Overall, the responses to the two open-ended questions on 
the Parent Involvement Survey indicated a consistency of student 
perception of parent involvement in both the high and low achieve¬ 
ment groups. Most saw their parents as encouraging them to do 
well in school by talking with them about the importance of an 
education for their futures and by telling them to work hard for 
good grades. Reports of actual physical involvement were made 
only in relation to rewards for good grades or punishment for low 
grades. However, perceptions of what more parents could do to be 
involved in their educations varied widely between the groups. 
Most in the high achievement group reported that their parents 
were doing enough as it was, and they couldn’t think of anything 
more they could do. The majority of students in the low achieve- 
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ment group who responded to Question Q offered specific sugges¬ 
tions for their parents to increase their involvement ranging from 
more encouragement to rewards for good grades. Simply put, most 
students in the low achievement group thought that their parents 
could do better. 
Summary 
The data presented in this chapter have been gathered, 
reviewed, and analyzed through the application of both quantita¬ 
tive and qualitative methodologies. The quantitative analysis 
involved data drawn from individual student grade point averages 
(GPA), the Parent Involvement Survey, and the Test of Cognitive 
Skills. The qualitative data were in the form of twenty-seven pur¬ 
posefully selected student, parent, and teacher interviews and in 
the responses of the total study population (N=50) to the two 
open-ended questions on the Parent Involvement Survey. 
The results of the quantitative data analysis indicated that 
perceptions of parent involvement, though generally high through¬ 
out the study population, had little or no effect on actual student 
achievement. Depending on how the data were grouped, perception 
of moderate to high involvement ranged between 58% and 92% for 
the total population. 
The qualitative data analysis resulted in one finding which 
appears to contradict the quantitative finding and is supported by 
the consistency of interview responses from students, parents, and 
teachers: Parent involvement was universally viewed as both good 
and desirable in its positive effects on students’ attitudes, motiva- 
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tion, and achievement. Students construed their parents’ involve¬ 
ment as concern and caring, and nearly all students said that their 
willingness to work harder in school to get good grades was greater 
when their parents showed a concern for and an interest in their 
schoolwork. Parents all said that they believed their involvement 
was very important in supporting and guiding their children to do 
well in school, and teachers unanimously expressed the view that 
parent involvement was an important element in the relative aca¬ 
demic success of their students. They also said that their most 
successful students were those whose parents they (teachers) could 
identify as being involved. 
A second significant finding resulting from the review of both 
the quantitative and qualitative data was that parent involvement 
most often took the form of oral encouragement and support 
rather than frequent, actual physical involvement, such as help 
with homework or regularly checking schoolwork. 38% of the 
study population reported through the Parent Involvement survey 
that their parents were actively involved in helping them with 
homework and projects, while 84% reported that their parents fre¬ 
quently to almost always encouraged them by talking with them 
about their schoolwork, their report cards, and the importance of 
their educations. Although most students in the interviews were 
able to identify one or two specific instances of actual physical 
parental involvement, the qualitative data, including the inter¬ 
views of parents and teachers, generally indicated that the prevail¬ 
ing form of parent involvement in this population was through 
words rather than actions. 
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Students and parents did not see much need for involvement 
beyond what they reported existed, but teachers felt that more 
could be done and offered many suggestions for parents to increase 
the level and quality of their involvement. Improved communica¬ 
tion was the primary focus of student, parent, and teacher sugges¬ 
tions for what teachers could do to help parents help their children 
to do better in school. That focus, as well, was carried over to 
their collective views on what building and system administrators 
could do to help parents become more involved. Communication 
between the school (teachers and administrators) and parents was 
perceived by all as needing much improvement. 
Consistent with the general findings of the data analysis, 
the emphasis in the responses to what could be done to improve 
parent involvement was on words and not real active intervention. 
In the latter, students were more enthusiastic than either their 
parents or their teachers. They supported the idea that teachers 
could develop activities and/or projects that required parents to be 
involved in the learning process of their children. Neither parents 
nor teachers reacted to this possibility as positively. 
Teacher expectations for individual student achievement 
were viewed by both students and teachers as having a significant 
effect on student attitudes, motivation, and effort. Parents were 
less certain of the importance of teacher expectations and, in some 
cases, saw the potential for negative student responses to high 
teacher expectations. In any event, they were apparently unaware 
of the importance of teacher expectations to their children and the 
potential for their positive affect on achievement. 
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Finally, responses to the two open-ended questions asked of 
the total study population on the Parent Involvement Survey were 
consistent with the findings from most of the data collected 
throughout this study, both quantitative and qualitative. Most 
students viewed their parents as encouraging them to do well in 
school by talking with them about the importance of education 
and the need to work hard for good grades. Actual physical 
involvement was seen by students mostly in rewards for good 
grades or punishment for bad grades. Parental involvement was 
perceived by most as spoken rather than physically active. 
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CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS 
Summary 
This study has evolved from this researcher’s experiences as 
a middle school administrator from 1988 through 1991. During 
that period of time I took as a professional objective the expansion 
and improvement of a parent advisory group which had been func¬ 
tioning in name only for many years. My inclination was to 
develop a parent organization which would provide support for 
then current programs and activities while working to develop 
strategies to expand their involvement and that of other parents in 
the education of their children, individually and collectively. 
The experience of working with parents in that setting over 
the three year period led to questions about the degree to which 
parents were generally involved in their children’s educations, par¬ 
ticularly at the middle school level. I had found that by tapping 
the resources of a few active parents, many otherwise uninvolved 
parents could be encouraged to participate in a variety of activities 
which could foster more and continued interaction between par¬ 
ents and their children involving school related matters. However, 
I was not sure that the increased involvement had any connection 
with increased interest in learning and motivation on the part of 
those students whose parents were becoming involved. Taking part 
in and observing that increased involvement was very satisfying, 
but, as time went on, I began to wonder if it had any real effect on 
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students’ attitudes towards learning or if everyone was just simply 
enjoying the social interactions. 
The literature has been strong in suggesting that many forms 
of parent involvement do, in fact, lead to increased student moti¬ 
vation and higher levels of achievement. Studies which utilized 
the socioeconomic status of the family, those which focused pri¬ 
marily on parents’ levels of education, and those which looked at 
parenting styles in relation to school achievement all arrived at 
similar conclusions: Higher levels of parent involvement in a var¬ 
iety of forms have a direct relationship to higher levels of student 
achievement. Some studies, however, have shown that active par¬ 
ent involvement, most evident in the early and middle elementary 
years, begins to diminish rapidly after grades six or seven with a 
corresponding decline in achievement. By the time students are 
making the transition from middle to high school, parent involve¬ 
ment in the process of educating their children has all but ended. 
This study has focused on those years of transition with the 
purpose of identifying, at this critical point in the education pro¬ 
cess, specific parent behaviors which could positively affect student 
attitude, motivation, and actual classroom achievement. A second 
related objective was to identify some of the reasons why those 
parent behaviors diminish and, ultimately, seem to disappear at 
the eighth or ninth grade levels. 
The design of this study has incorporated both quantitative 
and qualitative methodologies in the examination of the relation¬ 
ship of perception of parent involvement and student achievement 
in this sample middle school population. In the quantitative 
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analysis, grade point averages (GPA) were used as the measure of 
achievement and were compared with perception scores derived 
from the Parent Involvement Perception Survey to determine if a 
relationship existed between those two variables. The Test of Cog¬ 
nitive Skills, Second Edition, (TCS/2) was used to determine an 
expected GPA for each student for further analysis with perception 
scores. 
The qualitative analysis involved data drawn from twenty- 
seven interviews consisting of ten purposefully selected student 
interviews, five each from previously determined high and low 
achievement groups, interviews of their parents, and interviews of 
the seven teachers assigned to the study population (N=50). The 
data also included responses from the total fifty students to two 
open-ended questions on the Parent Involvement Survey. 
Conclusions 
- Based on the analysis of the quantitative data, there 
appeared to be no significant relationship between student percep¬ 
tion of parent involvement and classroom achievement in this mid¬ 
dle school population: 
The analysis of the variables of both actual and expected 
student achievement (GPA) and perception of parent involvement 
resulted in a finding that no significant relationship appeared to 
exist between the two variables. 
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- The results of the quantitative analysis notwithstanding, 
parent involvement was important to and valued by the particip¬ 
ants in this study: 
Students, parents, and teachers were unanimous in report¬ 
ing through the interviews that parent involvement was both good 
and desirable and was, in their view, directly and positively related 
to student attitude, motivation, and achievement. 
- The majority of students in the study population perceived 
their parents to be moderately to highly involved: 
However the quantitative data are grouped, students 
reported perceptions of involvement ranging from 58% to 92%. 
- In this study population, parents were involved in their 
children’s educations primarily through their words rather than 
their actions: 
1. 38% of the study population reported their parents as 
taking an active role in their educations by helping them with their 
homework and projects and checking their corrected schoolwork. 
2. 84% of the study population reported their parents as fre¬ 
quently to almost always involved in their educations by talking 
with them about their schoolwork, their report cards, the impor¬ 
tance of their educations, and by encouraging them through con¬ 
versations. 
114 
3. Student and parent responses in the interviews reinforced 
the finding in the quantitative analysis that the prevailing form of 
parent involvement was through their words of encouragement and 
discussions about schoolwork, report cards, and the importance of 
education. 
-Students and parents both believed that parents were 
already doing enough to be involved: 
Students and parents reported through the interviews that 
they did not see much more that parents could do to be involved 
beyond what they were already doing. In fact, some parents said 
that more involvement might result in negative responses from 
their children. An exception came in the responses to one open- 
ended Survey question: Most students (86%) in the low achieve¬ 
ment group, who did not simply repeat what their parents were 
already doing, said that they thought their parents could be more 
involved. 
Out of 26 responses in the high achievement group, 13 stud¬ 
ents said they felt there was nothing more their parents could do 
to be more involved in their educations, while out of 14 responses 
in the low achievement group, only 2 students reported the same 
perception. 
- Teachers believed that parents were not doing enough to be 
involved in their children’s educations: 
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1. Teachers were unable to identify any significant examples 
of actual parent involvement in their experiences with this popula¬ 
tion. Most felt that parents were minimally involved in their child¬ 
ren’s educations. 
2. Teachers said parents could do much more than they were 
currently doing to be involved and offered many suggestions for 
improvement ranging from checking homework on a daily basis to 
setting values and being role models. 
- One possible reason for the decline in parent involvement 
at the middle school level might be found in student and parent 
perceptions of developing student maturity: 
Both groups in the interviews said that students at this age 
(grade 8) were ready to assume more personal responsibility for 
their schoolwork and grades and required less parental interven¬ 
tion than in earlier grades. Most significant in this regard was 
that 6 out of 10 parents interviewed said they believed their child¬ 
ren were old enough to make more independent decisions about 
their work in school. Grade six was most often reported as the 
point at which direct parent involvement began to diminish. 
- Parents generally waited until the end of the marking 
period to check their children’s progress and grades: 
1. 16% of the study population reported that their parents 
frequently to almost always expected to see their corrected school- 
work after it was returned by the teacher. Because 84% of the par- 
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ents in this study group apparently made no effort over the approx¬ 
imate 13 weeks of each trimester to regularly check the progress of 
their children in school, they lost their opportunity to be positively 
involved in that progress. This is especially important for those 
children whose difficulties could have been mitigated early, before 
they multiplied and became more complex. 
2. 80% reported that their parents frequently to almost 
always attended report card conferences with their teachers. 
Although this represents a significant level of active parent 
involvement in at least one area, it may be a case of too little too 
late. By the time grades are recorded at the end of the marking 
term, 13 weeks or more have passed during which time their 
involvement could have made a difference in those grades. 
- Rewards for good grades and/or punishment for bad grades 
were not commonly practiced and were not a factor in achievement 
in this study population: 
1. Only one parent made any reference to punishment in the 
interviews, while two students said that they were rewarded for 
good grades, and one was punished for bad grades. 
2. In responding to one survey question, four students 
thought rewards would help them be willing to work harder for bet¬ 
ter grades and one felt threat of punishment would do the same. 
- The need for improved home/school communication to 
support parents in helping their children be more successful in 
school was a common concern of students, parents, and teachers: 
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1. Students and parents said in the interviews that improved 
teacher communication with parents could help with their efforts 
to help their children do better in school. 
2. Teachers also said in the interviews that building and/or 
system administrators’ improved communications with parents 
could help parents in their efforts, as well. 
- Projects assigned by teachers requiring parent involvement 
were positive efforts to involve parents, although parents were not 
generally enthusiastic about the prospects: 
1. In the interviews, students remembered earlier projects 
assigned to involve parents and reported they not only enjoyed 
them but would like to see more. 
2. Parents generally seemed not to be aware of their child¬ 
ren’s positive attitudes about these types of projects and might 
have been more willing to be involved if they knew. 
- Teacher expectations for student performance and achieve¬ 
ment were an important factor in the development of positive stud¬ 
ent attitudes and motivation to achieve: 
1. Students and teachers were nearly unanimous in the view 
that what teachers expected individual students to achieve affected 
how hard students might work to get good grades. 
2. Parents either did not see the importance of teacher 
expectations or were simply unsure. In either event, they were not 
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aware of the importance to their children, especially in relation to 
achievement, and they might have been able to be more positively 
involved if they knew. 
Recommendations 
Although the quantitative analysis resulted in a finding of 
no apparent significant relationship between student perception of 
parent involvement and student achievement in this population, 
the qualitative data revealed that students, parents, and teachers 
all believed that parent involvement was an important ingredient 
in the educational process. Moreover, that belief was manifest in 
the stated desires and actual behavior of many parents and in the 
positive responses from students and teachers when it became a 
reality. In addition, studies conducted over the last twenty or 
more years have repeatedly found significant relationships between 
a variety of forms of parent involvement and high levels of student 
motivation and achievement. With this as a supporting founda¬ 
tion, the following recommendations are made: 
Parents 
Although talking with their children about their schoolwork 
and encouraging them through their conversations are valuable 
expressions of parental interest and concern, parents need to 
become more actively involved in their children’s educations in the 
following ways: 
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1. Provide the necessary space and materials in the home to 
support children’s efforts to complete their homework and 
prepare for class presentations, quizzes, and exams. 
2. Be aware of children’s schoolwork, responsibilities, and 
accomplishments on an on-going, day-to-day basis and let 
them know this through questions and discussion. 
3. Take an active role in teacher-assigned home projects 
by providing the needed materials, space, and reasonable 
help with the tasks, even though the teacher has not 
expressly requested such help. The research shows that 
students enjoy such projects and the chance work with 
their parents on a common goal. 
4. Be aware that most children at the middle school level, 
while they are naturally reaching for a degree of indepen¬ 
dence, still need and want parental guidance and atten¬ 
tion. In regards to school, this means paying attention to 
their work and progress and letting them know that it is 
important. 
5. Be aware that, to most students, teacher expectations for 
their achievement are important and could have a serious 
effect on their attitude toward school and their willingness 
to work hard to get good grades. Parents should expect 
teachers to set reasonably high standards for their child¬ 
ren and work with them in achieving those standards. 
6. Parents who are concerned about the need for better com¬ 
munication between school and home should not wait for 
teachers to make the first move but should contact the 
school to get the information they need or arrange for 
meetings. 
120 
7. Continue to talk with and listen to their children about 
their schoolwork and encourage them to work to their 
potential. 
8. Continue to regularly attend report card conferences and 
avail themselves of new opportunities to communicate 
with teachers and administrators as they are developed 
and offered. 
Teachers 
While it is clear that expectations for teachers are consider¬ 
able and are growing with the pressures of education reform and 
rapid societal changes, they must still find the energy to reach out 
to parents and enlist their support in the successful education of 
their children. This is especially important because teachers 
strongly believe in the value of parent involvement and see rela¬ 
tively few parents truly involved. Teachers should: 
1. Develop and assign projects and activities which require 
parents to be involved in their completion with their 
children. This work should be of the type which gives par¬ 
ents an opportunity to work with their children on a com¬ 
mon goal without making them uncomfortable with the 
length or difficulty of the material. 
2. Develop and implement ways to more regularly communi¬ 
cate with parents beyond the usual mid-term progress 
reports and report card conferences. This could include 
brief notes to parents on their children’s corrected school 
work, class newsletters, and phone calls. 
121 
3. Expect that appropriate corrected schoolwork be read, 
initialed, and returned by parents periodically. The choice 
of work to be sent home in this way should be indicative 
of the child’s general achievement and should contain the 
suggestion that parents write a brief response. 
4. Make parents aware of teacher expectations for their 
children’s achievement early in the school year and main¬ 
tain expectations which are reflective of high standards 
throughout the year as is reasonable and practical. 
5. Communicate with and encourage administrators to make 
the improvement of parent involvement a building and 
system priority. 
6. Work collaboratively with administrators to create and 
implement new methods of encouraging and developing 
two-way communication with parents. 
Building/Central Office Administrators 
There is no question that if higher levels of parent involve¬ 
ment are to be achieved, school administrators at both the build¬ 
ing and district levels must take a strong leadership role in prom¬ 
ulgating its value and supporting its development. The findings of 
the 1994 United States Department of Education report, Strong 
Families. Strong Schools, should be ample justification for estab¬ 
lishing the improvement of parent involvement as a district priori¬ 
ty. With this in mind, building and central office administrators 
should: 
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1. Make known to teachers’ and parents’ groups, through 
newsletters and other means, the research and recent 
national efforts in the area of parent involvement. 
2. Develop and release formal announcements for teachers, 
parents, and the general community of the district’s posi¬ 
tion on parent involvement and its development as a sys¬ 
tem priority. 
3. Work with area business and industry leaders to encour¬ 
age their awareness of the value of parent involvement 
and their willingness to develop policies allowing their 
employees to participate in appropriate school related 
activities during their normal working hours. 
4. Create and implement individual building action plans 
for the improvement of parent involvement in each school. 
5. Encourage and support teachers in their efforts to develop 
instructional activities designed to involve parents. 
6. Encourage and support teachers in developing appropriate 
and effective means for them to communicate regularly 
with parents. 
7. In communities with large non-English speaking popula¬ 
tions, develop procedures to allow effective dialogue and 
appropriate translation of information conveyed at all 
public meetings. 
8. In addition to existing parent/teacher meetings, develop 
meeting formats which allow for meaningful, extended 
dialogue between administrators and parents on both the 
building and district levels. 
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APPENDIX A 
PARENT INVOLVEMENT PERCEPTION SURVEY 
Student Name_ 
I live with (Circle appropriate answers) Mother/Father/Stepmother/Stepfather 
Other_ 
I have (number)_Brothers (Ages)_ 
_Sisters (Ages)_ 
PLEASE WRITE THE NUMBER OF THE ANSWER WHICH MOST APPLIES 
TO YOU (SINCE YOU HAVE BEEN A MEMBER OF THE BRAHMS, HANDEL, OR 
HAYDN TEAMS) IN THE SPACE TO THE LEFT OF EACH STATEMENT. WRITE 
YOUR ANSWERS TO QUESTIONS “P” AND “Q” ON THE BACK OF THIS SHEET. 
1. Almost Always 2. Frequently 3. Seldom 4. Almost Never 
_A. My parent(s) discuss my work and progress in school with me. 
_B. My parent(s) help me with my homework. 
_C. My parent(s) help me with school projects assigned to be done at home. 
_D. My parent(s) talk with my teachers about my school work and progress. 
_E. My parent(s) do not check to see if I have completed my homework 
assignments each night. 
_F. My parent(s) attend report card conferences with my teachers. 
_G. My parent(s) participate in Parent Group meetings and/or activities. 
_H. My parent(s) talk with me about the importance of my education 
for my future. 
_I. My parent(s) do not ask to see my report card each term. 
J. My parent(s) expect to see my corrected schoolwork after it is 
returned to me by my teachers. 
_K. My parent(s) encourage me to do well in school. 
_L. My parent(s) talk with me about my report card grades each term. 
_M. My parent(s) are not interested in how well I do in school. 
_N. My grades are: 
1. Mostly A’s 2. Mostly B’s 3.Mostly C’s 4.MostlyD,s 
5. Mostly F’s 
_O. My parent(s) think my grades could be: 
1. Mostly F’s 2. Mostly D’s 3. Mostly C’s 4. Mostly B’s 
5. Mostly A’s 
P. What things do your parent(s) do or sav that make you want to work hard 
in school to get the best grades you can? 
Q. What things could your parent(s) do or sav that might make you want to 
work harder in school to get better grades? 
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APPENDIX B 
PARENT CONSENT FORM 
Dear Parent(s) /Guardian(s): 
I am currently involved in doctoral dissertation research at 
the University of Massachusetts at Amherst. It is the goal of my 
research effort to understand the possible effect of student percep¬ 
tion of parental involvement on student achievement and to iden¬ 
tify those parent behaviors which most tend to motivate children 
in the classroom and encourage them to achieve to their potential. 
Dr. Rappa, Superintendent of Schools, and Mrs. Bonner, Principal 
of Thacher Middle School, have given me permission to conduct 
the study. 
I would like permission for your child to participate in my 
study, which, at this time, will involve my utilizing student records 
and report card grades. Your son or daughter will complete a par¬ 
ent involvement survey, but at no time will the individual results 
or responses be available to anyone but researchers involved in 
this study. The results of this study will be reported only in the 
aggregate in this researcher’s doctoral dissertation and will be 
made available for review to the Attleboro Public Schools and any 
requesting participant. 
Students will not be identified by name at any time in 
any reports of this research, and all information will be held in 
strict confidence. Because of the large number of participants, 
approxi-mately 175 students, there is minimal risk that any stud¬ 
ent may be identified as a participant in this study. If you decide 
to allow your child to participate, you are completely free to with¬ 
draw consent and discontinue your child’s participation at any 
time. You are free to allow your child to participate or not without 
prejudice. 
Please sign and return this form to your child’s homeroom 
teacher no later than Friday, January 20. Thank you for consider¬ 
ing your child’s participation. 
Sincerely, 
Francis E. Antosca 
Child’s Name___Dale 
ABital Approval Signature) __,_ 
Parental Disapproval (signature)_ 
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APPENDIX C 
TEACHER CONSENT FORM 
Dear, 
I am currently involved in doctoral dissertation research at 
the University of Massachusetts at Amherst. It is the goal of my 
research effort to understand the possible effect of student percep¬ 
tion of parental involvement on student achievement and to iden¬ 
tify those parent behaviors which most tend to motivate children 
in the classroom and encourage them to achieve to their potential. 
Dr. Rappa, Superintendent of Schools, and Mrs. Bonner, Principal 
of Thacher Middle School, have given me permission to conduct 
the study. 
I request your consent to be interviewed by me using a 
guided interview format consisting of six questions. The ques¬ 
tions you will be answering will address your perception of parent 
involvement in both general and specific terms, and the interview 
will be tape-recorded to facilitate my analysis of the data. 
Because of the small number of teacher participants in this 
study, approximately seven, there is some risk that you may be 
identified as a participant in this study. However, your name 
will not be used, nor will you be identified personally in any 
way or at any time. 
You have the right to review material prior to its inclusion in 
my dissertation or in any manuscripts which may be submitted to 
professional journals for publication, and you may withdraw from 
part or all of this study at any time. 
You are free to participate or not to participate without prej¬ 
udice. 
Francis E. Antosca Participant’s Signature 
Administrator of Technical, 
Applied, Continuing and Date  - 
Community Education 
126 
APPENDIX D 
STUDENT SURVEY SCRIPT 
The survey you are about to complete is part of a study of 
parent involvement in the Attleboro Public Schools. You are not 
required to complete the survey. It is completely voluntary. If you 
do not wish to complete it, simply leave your copy blank, and pass 
it forward when they are collected from the class. 
If you wish to complete the survey, please follow these direc¬ 
tions: 
1. Print your name - First name/last name - in the line 
marked “Student Name.” 
2. Circle the appropriate answer following “I live with:” If 
you live with one parent or step-parent, circle only the one. If you 
live with two, circle both. 
3. List the number of brothers and/or sisters you have and 
their ages in the spaces provided. 
4. Please write the number of the answer which best 
applies to you (since you have been a member of the Brahms, 
Handel, or Haydn Teams) in the space to the left of each state¬ 
ment. 
Let’s do letter “A” together: 
“My parent(s) discuss my work and progress in school with me.” 
Would you say that happens: 1. Almost Always 2. Frequently 
3. Seldom or 4. Almost Never? 
Enter the number of your answer in the space to the left of 
the letter “A.” 
Beginning with the letter “B,” please read each statement 
carefully, and enter the number of the appropriate answer in the 
space to the left of each. 
Please write your responses to questions “P” and “9” on 
the back of this sheet. 
You will have as much time as you need. Turn your paper 
over when you are done. 
Begin now. 
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APPENDIX E 
TEACHER TCS/2 INSTRUCTION SHEET 
To: 
From: Frank Antosca 
Date: January 31, 1995 
RE: Test of Cognitive Skills/Second Edition (TCS/2) 
The attached materials include: 
1. TCS/2 Examiner’s Booklet 
2. TCS/2 Test Booklet - Level 4 
3. TCS/2 CompuScan Answer Sheet 
TCS/2 (Level 4) is comprised of four mental ability tests 
designed to assess the academic aptitude of students in grades 8-9. 
The tests are arranged and timed (including instruction time) as 
follows: 
1. Test 1 - Sequences - 14 minutes 
2. Test 2 - Analogies - 9 minutes 
3. Test 3 - Memory - 6 minutes 
4. Test 4 - Verbal 
Reasoning - 15 minutes 
Total Test - 44 minutes 
STEPS IN TEST ADMINISTRATION 
1) Please begin by explaining to your students the impor¬ 
tance and purpose of this test and that the results will be sent to 
parents and placed in their record folders. 
2) After distribution of answer sheets and pencils, the stud¬ 
ents should be directed to complete the Student Data Grid. (See 
pages 9-11 in Manual for specific directions.) 
3) Following completion of the Student Data Grid, test 
booklets should be distributed, and the Memory Learning Section 
should be administered. (See pages 12-14 and 17 in the Manual for 
directions.) This should take approximately 10 minutes. Remind 
students to write only on the answer sheet, not in the test booklet. 
4) Distribute scratch paper. 
5) Complete the four test sections following the specific 
directions on pages 20 through 26 in the Manual. (44 minutes) 
6) Collect answer sheets. 
7) Collect test booklets. (Students may keep pencils.) 
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APPENDIX F 
PARENT INTERVIEW INTRODUCTION AND QUESTIONS 
I appreciate your talking time for this interview: 
I am tiying to learn about the things that parents may do to 
help encourage and motivate their children to do well in school. I 
am also interested in what teachers and principals can do to help 
parents to help their children achieve to their abilities in school. 
Please answer the following questions as openly as you can. 
You understand that this interview will be tape recorded only to 
help me review the information later and to accurately document it 
in the writing of my research. 
Your name, or any reference to you, will not be made at any 
time in the reporting of this information. No one will ever know 
anything you say during this interview, and I will be the only per¬ 
son to hear the recording at any time. Part of my job as a 
researcher is to make sure that your answers are kept com¬ 
pletely confidential. I will not talk to anyone about your answers 
to the interview questions or anything else you may say during this 
interview. 
Interview Questions: 
1. What things do you do with_or say to_that you 
think might help make him/her want to work hard in school to get 
the best grades that he/she can? 
2. In addition to your answer to the first question, what things 
could you do with_or say to_that you think might 
make him/her want to achieve to his/her abilities in school? 
3. What do you think teachers could do to help you as a parent to 
help_get better grades in school? 
4. Do you think_’s grades are the best that they can be? 
Why? / Why not? 
5. What value, if any, do you place on your involvement as a par¬ 
ent in_’s education? 
6. Do you think teacher expectations for_’s achievement 
affects his/her motivation and actual achievement? If so, how? 
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APPENDIX G 
STUDENT INTERVIEW INTRODUCTION AND QUESTIONS 
Before we begin, I need you to select a name other than your 
own which I will use in my dissertation and in any other papers or 
presentations about my dissertation that I might make afterwards. 
Your real name will never be used at any time. 
I appreciate your taking time for this interview. I am trying 
to learn about the things that parents may do to help encourage 
their children to do well in school. I am also interested in what 
teachers and principals can do to help parents help their children 
in school. Please answer the following questions as openly as you 
can. You understand that this interview will be tape recorded only 
to help me review the information later and to accurately docu¬ 
ment it in the writing of my research. 
Your name, or any reference to you, will not be made at any 
time in the reporting of this information. No one will ever know 
anything you say during this interview, and I will be the only per¬ 
son to hear the recording at any time. Part of my job as a 
researcher is to make sure that your answers are kept com¬ 
pletely confidential. I will not talk to anyone about your answers 
to the questions or anything else you may say during the interview. 
Interview Questions: 
1. What things do your parents do or say that make you want to 
work hard in school to get the best grades that you can? 
2. What things could your parents do or say that might make you 
want to work harder in school to get better grades? 
3. What do you think teachers could do to help parents help their 
children get better grades in school? 
4. Do you think that your grades are the best that they can be? 
Why? / Why not? 
5. Do your parents think your grades are the best that they can 
be? Why?/Why not? 
6. Do you think that what your teachers expect you to achieve for 
grades affects how hard you might tiy to get good grades? If so, 
why? 
7. How important to you is the involvement of your parents in 
your education? 
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APPENDIX H 
TEACHER INTERVIEW INTRODUCTION AND QUESTIONS 
I appreciate your talking time for this interview. 
I am tiying to learn about the things that parents may do to 
help encourage and motivate their children to do well in school. I 
am also interested in what teachers and principals can do to help 
parents to help their children achieve to their abilities in school. 
Please answer the following questions as openly as you can. 
You understand that this interview will be tape recorded only to 
help me review the information later and to accurately document it 
in the writing of my research. 
Your name, or any reference to you, will not be made at any 
time in the reporting of this information. No one will ever know 
anything you say during this interview, and I will be the only per¬ 
son to hear the recording at any time. Part of my job as a 
researcher is to make sure that your answers are kept com¬ 
pletely confidential. I will not talk to anyone about your answers 
to the interview questions or anything else you may say during this 
interview. 
Interview Questions: 
1. How involved do you observe the parents of your students to be 
in the education of their children? 
2. What do you think parents can do with or communicate to 
their children to motivate them to work hard in school to get the 
best grades they can? 
3. What do you think teachers could do to help parents become 
more involved in helping their children to achieve better in school? 
4. What do you think building and/or system administrators 
could do to help parents help their children achieve better in 
school? 
5. What value, if any, do you place on parental involvement in the 
education of their children? 
6. Do you think that teacher expectations for individual student 
achievement affect student motivation and actual achievement? 
If so, how? 
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